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Preface 


and Acknowledgments 


Introduction to Early Childhood Education is a textbook written espe- 
cially for those who are concerned with teaching children ages three 
through six. It is an introduction to professional preparation for nursery 
school, child care, and kindergarten teaching. Teachers, psychologists, 
social workers, and administrators concerned with planning sound pro- ; 
grams for fostering children’s growth and development will find the 
book relevant. Parents, nurses, librarians, and church school teachers 
will discover many useful ideas. 

Introduction to Early Childhood Education was written from the ex- 
perience of many years’ teaching in the university classroom and in the 
kindergarten, nursery school, child care center, and university labora- 
tory school. The additional experience of being a parent of a son and 
daughter has provided incentive for exploring early childhood educa- 
tion from more than the academic vantage point. : 

University students and Head Start teachers provided the major stim- 
ulus for writing this book. Both wanted help with integrating knowl- 
edge about child growth and devélopment into meaningful school pro- 
grams for young children. In class and after class they questioned the 
curriculum and the techniques observed in the laboratory demon- 
Stration programs. A continuous search was made for improved ideas to 
use with young children. This book is designed to help students, 
teachers, and of course ultimately the children they teach. 

Part One gives an overall view of goals, children, schools, techniques, 
and curriculum. It is a brief survey designed for initial orientation of the 
student to the field before the numerous details of a program are pre- 
sented. This survey will be particularly helpful to the student beginning 
Observation and participation in a group of children as the school term 
Bets under way. 

Part Two examines the curriculum in detail, discussing goals and 
Procedures and making suggestions for learning experiences. Each 
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chapter covers a curriculum area, which makes the book an easy refer- 
ence when help is desired. Guidance suggestions and interpersonal rela- 
tionships are emphasized in each curriculum area. Planning is stressed 
throughout. Teachers and assistants are urged to sit down together and 
to think specifically about the why, what, and how of their teaching. 
For some classes, particularly those for student teachers who are learn- 
ing to design and carry out a total program, instructors may prefer to as- 
sign Chapter 16 (‘Program Planning and Evaluating”) at the beginning 
of the curriculum study rather than having it serve as a capstone chap- 
ter. 

Part Three discusses the teacher’s professional relationship with 
parents, views the past, present, and future of early childhood educa- 
tion, and presents a global perspective. 

The school for young children is approached through the develop- 
mental tasks of early childhood. The numerous program ideas con- 
tained in this book will help with program planning and thus save time 
and energy for understanding and helping children as individuals. Pho- 
tographs and incidents involving real children enliven and illustrate 
points being made. 

Though I’ve always believed in equal treatment for all, I find my con- 
sciousness has been raised during the interval since the second edition of 
this book. Consequently, l've endeavored to remove all generic pro- 
nouns and other possible sexist wording or examples as recommended 
by current non-sexist guidelines. 

Though I was aware of the excellent reception of the first and second 
editions of Introduction to Early Childhood Education, during the 
Preparation of this third edition I have been especially mindful of the 
need to make improvements. I think nothing is ever really perfected and 
completed. Unless an author’s knowledge and understanding fail to 
grow, there must be modifications and additions with the passing years. 
In the third edition, besides numerous small changes and inserts, I have 
added a major new section on poetry, a major new section on teaching 
nutrition, and a new chapter, “The World’s Children.” This chapter 
supports the current educational trend among professionals toward glo- 
bal perspectives that the space age has forcefully called to our attention. 
The entire planet Earth is the home for our children. 

I hope all readers, and especially instructors, student teachers, and 
teachers of young children, will view this book not as a straitjacket with 
oe Sequences, answers, and programs but as a flexible aid helping 
vun mc stimulating their minds. Improvements can be 
aee ap^ the A ueprints frozen into these printed pages. Profes- 
Am MM ger to seed and improve upon these efforts as expe- 
ien : > and new knowledge guide them—especially if the well- 

8 of our children and of all humankind is to be most effectively 
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served. Without these corrective possibilities I, as an author, would 
have some trepidation concerning my impact on future generations. 

To accompany this third edition, I have prepared a third edition of A 
Laboratory Workbook for Introduction to Early Childbood Education, 
which is also published by the Macmillan Publishing Co., Inc. The 
workbook, covering suggested students’ projects and laboratory obser- 
vations, has been rewritten and expanded to fit the third edition of the 
textbook. Where observation and participation are possible, these 
Workbook learning activities will give realistic and practical aid to stu- 
dents. 

I have also prepared a related textbook, Guiding Young Children 
(Macmillan Publishing C., Inc., Second Education, 1980), which focuses 
On interpersonal relations in young children’s groups. Each textbook 
Was structured to stand alone for a single course or to follow one 
another in a sequence of course work. In addition, some readers may 
find it helpful to refer to particular chapters in another related book I’ve 
written, Parenting and Teaching Young Children (McGraw-Hill, 1981), 
which is directed toward high school and lower division college classes 
where students are interested in an introduction to parenting, occupa- 
tional child care, or child development. 

For this third edition I wish to acknowledge helpful consultations 
with the following additional individuals, many of whom arranged for 
Photographs to be taken of children in their programs: Margaret 
Browning, San Diego City College; Bernadette Haschke, Metropolitan 
State College, Denver; Queenie Mills, University of Illinois; Glenda 
Strange, Dodge City (Kansas) Community College; Linda Peet, Haslett 
Child Development Center; Faye Ann Presnal, Kansas State University; 
Janet Ronk, Marjorie Kostelnik, Carol Austin, and JoAnn Evers, 
Michigan State University; Janet Allen, University of Minnesota Tech- 
nical College; Ramona Ware Emmons, Oklahoma State Department of 
Education; Hilda Segarra, University of Puerto Rico; Jeannie James, 
Eleanor Duff, and Suzanne Stromen, University of South Carolina; Jean 
Heggins, South Carolina State College; Betty Larson and Joyce Digby, 
San Antonio College; Paula Turner, Southwest Texas State University; 

€ra Gershner and Barbara Jackson, Texas Woman’s University; 
Phyllis Richards and Johanna Hulls, University of Texas-Austin; and 
Teruko Niwa, Téy6-Eiwa School, Tokyo, Japan. 

I would like to acknowledge the following members of the Macmillan 
Staff for their work on the third edition: Berta Lewis, designer, John 
Beck, editor, and Ellen Rope, production supervisor. 

For the second edition acknowledgment for specific help is due Sister 
Marie Hopkins, Marygrove College of Detroit; Lois Mendrygal, Ma- 
donna College of Detroit; Judy McKee, Eastern Michigan University; 

ebecca Pefia Hines, University of Houston; and Vern Seefeldt, John 
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Haubenstricker, Frances Kertesz, and Lillian Phenice of Michigan State 
University. 

In addition, I wish to renew my thanks to the following educators, 
who, when they were affiliated with the identified universities, read all 
or portions of the first edition manuscript: Josephine Stearns of Califor- 
nia State Polytechnic; Sam Clark of Iowa State University; Helen Hos- 
tetter of Kansas State University; Beverly French of Los Angeles Valley 
College; Vera Borosage, Jeanne Brown, Mary Fritz, Beatrice Paolucci, 
and Mary Sanderson of Michigan State University; Jean Dickerscheid of 
Ohio State University; James Walters of Oklahoma State University; 
Rebecca Hines of San Jose State College; Henry Draper of Stout State 
University; Jessie Bateman, Wilma Brown, Bernadine Johnson, Dora 
Tyer, and Emma Doyle of Texas Woman’s University; Catherine Lan- 
dreth, University of California at Berkeley; Charlotte McCarty, Univer- 
sity of Delaware; Phyllis Lueck, University of Guelph; and Lane Butler, 
University of Ohio. 

Photo credits are due many photographers, teachers, students, and 
parents, including Rebecca Peña Hines, University of Houston; Roberta 
Hay and Ed Breidenbach, University of Idaho; Kathryn Madera, Iowa 
State University; Ivalee McCord, Kansas State University; Gladys Hil- 
dreth and Gayle Mary Clapp, Louisiana State University; Vern Seefeldt, 
John Haubenstricker, William Mitcham, Connie Lisiecki, Jean and 
James Page, Vera Borosage, Gayle and Larry Schiamberg, and Joe Ker- 
tesz, Michigan State University; Mary O’Dell, Southern University; Ju- 
dith Kuipers, University of Tennessee; Billie Wolfe and Estelle Wallace, 
Texas Tech University; Jessie Bateman-Barns, Texas Woman’s Univer- 
sity; Johnnye Goodrich, National Institute of Education Child Study 
Center; Harriet Wilson, Nazarene Child Care Center; Donna Creasy, 
What’s New in Home Economics; and Theda Connell, Brenda Golbus, 
John Naso, and Margot and Gerald Seelhoff. 

Recognition is due Michigan State University for a faculty research 
grant that helped initiate, and Texas Woman's University for an oppor- 
tunity to complete, the first edition. 

Permission to use portions of some materials I had previously pub- 
lished in Childhood Education and in The Progressive Farmer has 
kindly been granted by the editors. 

To my Professors, 


fellow students, professional coll d grad- 
uate and undergradu : íi; sede mca 


i] E ate students in several universities throughout the 
hcl a indebted for challenges and stimulation. To the many 
eds of nursery school and kindergar i i 
: ten c 
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Teaching ina 
School for 
Young Children 
Today: An 
Overview 


So You Are 
Going to Teach 
Young Children! 


Y. are going to teach 


young children! Welcome to the ever-widening professional field of 
child development and early childhood education. 

Perhaps you are among the growing number of young men and 
women who have planned this career from high school days. If so, you 
have the advantage of a planned sequence of courses utilizing current 
information in a rapidly growing field of knowledge. Some of you may 
feel long on theory and short on practical know-how. Others, who are 
entering early childhood education from upper elementary or secondary 
teaching experience, from work in other fields, or from a rest leave for 
motherhood may feel confident regarding practical aspects but anxious 
regarding recent theory. Two such different groups are often enrolled in 
early childhood education classes. Each has a great deal to offer the 
other, and moments of sharing ideas and information will add to each 
Student's respect for the other's competencies. 

Both men and women will find satisfactions in teaching young chil- 
dren. The field, once the province of women, willingly accepts men in 
Preparation programs and in jobs in schools when they graduate. 
Women, who once were locked into career roles in helping professions, 
Such as teaching or nursing, now can find acceptance in careers ranging 
from astronomy to zoology and should, therefore, remain in early child- 
hood education only if it truly fits their needs, interests, and talents. 

; Teaching young children is challenging and rewarding, though at 
times frustrating. It is an awesome responsibility to influence the lives of 
Children from day to day during their most formative years. This is a 
Profession in the truest sense of the word, and anyone looking for a 
Nine-to-five job should look elsewhere. Your teaching will have long- 
range implications for the child, the family, the school, the community, 
and the world. Special preparation is required in order to do well. In 
act, you can never stop learning, changing, and updating your knowl- 
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Figure 1-1. School—a € 
of Education Child Study Center, U.S. Office of Education) 


place to give a little help to a friend. (National Institute 


edge and skill. As in other professions, you must apply ethical proce- 
dures in dealing with children, parents, and fellow professionals. You 
will be on call when needed after hours for a conference or a meeting. 
Even on vacation you will be a teacher as you see new sights, read new 
books, or collect objects and ideas that will become learning experi- 
ences for your group of children. Teaching young children is one of the 
helping professions that needs dedicated practitioners. 

The foregoing conveys the seriousness of the professional responsi- 
bility you are undertaking. Yet there is enjoyment and creativity in it 
too. An artist takes the elements of a masterpiece—line, color, form, 
and texture—and puts them together with his own perceptions to make 
a painting. You, as a teacher, will be creative from moment to moment 
and day to day as you work with a group of young children—each a 
creative individual in his or her own right. You will create for each 
child, for each group, for each year, in accordance with needs, goals, 
plans, and resources of time, money, materials, and help available. No 
two children will develop in quite the same way. Yes, yours is a creative 
profession! 
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Figure 1-2. School—a place to find a friend, interesting play materials, and 
have fun. (Metropolitan State College Child Development Laboratory, Denver) 


Figure 1-3, School—a place 

to pretend to be the teacher 

and “read” to friends. 

(Louisiana State University 
ursery School) 
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Teaching young children will bring enjoyment. If you do not find joy 
in it, you should look for some other avenue of work, because work it 
surely will be. Young children are spontaneous, loving, curious, and 
creative. Working with them will keep you young at heart, on your 
toes, and moving ahead. Children help keep your sense of wonder alive 
because all things interest them. Little ones express themselves so hon- 
estly that it may relieve you to discover a social group so unpretentious. 

The early childhood education profession needs happy, intelligent, 
energetic, and creative teachers to guide it through the years ahead. It is 


hoped that you will find many satisfactions in the study you have un- 
dertaken. 


Types of Schools? 


Your professional preparation will probably take you into a wide va- 
riety of children’s schools for observation, training, and experience. 


1 For further discussion on these topics see James L. Hymes, Jr., Early Childhood Edu- 
cation: An Introduction to the Profession (Washington, D.C.: National Association for 
Education of Young Children, 1975). 


Figure 1-4. School—a place to take things apart and to put things together. 
(University of Illinois Child Development Laboratory) 
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Schools will vary as to the type of program, the ages and number of the 
children served, the length of the program, the purposes for the child, 
and the purposes of the supporting agency. The historical development 
of schools for young children will be given more detailed treatment in a 
later chapter. The present discussion will focus on the types of schools 
that a student is likely to observe. 

The term nursery school typically refers to a school for children from 
2% or 3 years old up to kindergarten age. The nursery school sessions 
last for two to three hours a day and are held two to five days per week. 
The educational emphasis in the program will vary according to the 
professional preparation and experience of the teacher. Nursery schools 
usually expect to supplement rather than substitute for home care and 
training. The term prekindergarten may also designate a program for 
three- and four-year-olds. In some localities the use of this term may be 
an attempt to differentiate a program that has more "education" con- 
tent than is customary in the nursery school program of that commu- 
nity. Many three- and four-year-olds are enrolled in programs called 


kindergarten. 


Figure 1-5. School—a place to practice working together. (Michigan State Uni- 
versity Laboratory Preschool) 
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Kindergarten generally refers to schools for five-year-old children. 
The entry age in a kindergarten is usually determined by the legal limits 
for entering first grade—that is, if a state requires the child to be six 
before September 1 to enroll in first grade, then kindergartens in that 
state will enroll children who are five before September 1. The sessions 
are about three hours in length for four to five days per week. As with 
nursery school, the kindergarten teacher formulates the program. Kin- 
dergarten is part of an early childhood educational continuum that 
begins at birth. Because of individual differences, children’s readiness 
for various experiences falls at different points on this continuum. 

Table 1—1 shows that school enrollment of young children is increas- 
ing. In 1978 25 percent of the three-year-olds, 43 percent of the four- 
year-olds, and 91 percent of the five-year-olds were enrolled in schools 
for children under six. 

The lines plotted in Table 1—1 reveal the percentages of various age 
groups enrolled in nursery schools or kindergartens during the fourteen- 
year period from 1964 through 1978. A glance gives a quick summary 
of the progress made in providing formal educational programs for a 
growing proportion of our young children. For example, it is evident 
that approximately 26 percent of the three- to five-year-olds were 
enrolled in preprimary programs in 1964; the upward trend increased 
steadily to approximately 49 percent in 1978. Yet, even at the kin- 
dergarten level 9 percent of our children are still missing this important 
educational opportunity—an opportunity especially critical for children 
from disadvantaged environments. Throughout our history equality of 


Table 1-1. Percent of 3-to-5-Year-Old Children Enrolled in Nursery 
School and Kindergarten: October 1964 to October 1978 * 


5-year-olds 


3- to 5-year-olds 
4-year-olds 


3-year-olds 


25.0% 


es ee Pe eas Ca eee oe p 
1964 1966 1968 1970 1972 1974 1976 1978 
Sous 

age muni School and Kindergarten Enrollment: October 1973, and October 


Sda "sind mn Ege Enrollment: Social and Economic Characteristics of 


the Census, Washington. re eee Issued by U.S. Department of Commerce, Bureau of 
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Table 1-2. Preprimary Enrollment and Population of Children 3—5 
Years Old, by Age, Enrollment Status, and Control: United States, Oc- 
tober, 1978 * (Numbers in thousands) 


Enrollment Status, Level, Total 3-year- 4-year- 5-year- 
and Control 3-5 years olds olds olds 


Total number: 


In population 9,112 3,024 3,028 3,068 
Enrolled in programs 4,585 759 1,313 2,514 
Public 3,080 
Nonpublic 1,733 
Prekindergarten 1,824 
Public 587 
Nonpublic 1,237 
Kindergarten 2,989 
Public 2,493 
Nonpublic 496 


*Source: School Enrollment: Social and Economic Characteristics of Students: October 
1978, Series P-20, No. 346. Issued October 1979, U.S. Department of Commerce, Bureau 
of the Census, Washington, D.C., pp. 18, 22, and 49. 


Opportunity has been a value widely held by Americans. If continued 
Progress toward equality of opportunity is to be achieved, early child- 
hood education must be available for all children. 

The enrollment of children in early childhood education programs 
has increased both in percentage and in total numbers in a period when 
families are having fewer children. According to census data the abso- 
lute numbers of three- to five-year-olds dropped from 12.496 million in 
1964 to 9.112 million in 1978, whereas the numbers of three- to five- 
year-olds enrolled in education programs increased from 3.187 million 
in 1964 to 4.585 million in 1978.? No figures are available for the 
numbers of infants and toddlers that are in programs outside the home. 


Public Kindergartens and Nursery Schools 


Public institutions are taking increased responsibility for preprimary 
education. According to Table 1—2, public kindergartens and prekin- 
dergartens enrolled one-third of the total population of 9.112 million 
three- to five-year-old children in 1978, whereas nonpublic schools 
enrolled one-ninth. A total of 2.493 million were enrolled in public kin- 
dergartens, and .496 million were enrolled in nonpublic kindergartens, 


? Nurs indergarten Enrollment of Children and Labor Force Status 
Their ee pre rs October 1976. P-20 Series, No. 318, Issued fene. 
1978, plus data from School Enrollment: Social and Economic Characteristics of Stu- 
dents: October 1978, P-20 Series, No. 346, Issued October 1979, U.S. Department of 

-ommerce, Bureau of the Census, Washington, DG 
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According to Harold Howe II, former Commissioner of Education, 
the trend is to lower the public school age. He suggested in a message to 
elementary school principals that the word preschool be phased out and 
that schools begin planning for a structure that includes three- to five- 
year-olds. Howe predicted that by the year 2000 most children in the 
United States would start school by age four.? 

The Education Commission of the States reports results of a 1975 
survey showing that (1) 15 states mandate school districts to offer kin- 
dergarten; (2) 33 additional states have permissive legislation for offer- 
ing kindergarten; (3) only two states, Idaho and Mississippi, have no 
provision for kindergarten. Considering state funding for kindergarten 
the report shows (1) 46 states offer some form of state aid to kindergar- 
tens; (2) 11 states provide some form of support for prekindergarten 
programs; (3) 38 states offer additional services for prefirst-graders, 
including some programs for handicappers. Considering certification of 
teachers, the report shows (1) 49 states have certification requirements 
for kindergarten teachers, but many require only an elementary teach- 
ing certificate; and (2) certification for prekindergarten teachers is 
required by 25 states.* 


3 Harold Howe II, “Phase Out Preschool," Scholastic Teacher (May 2, 1968), p. 5. 


* Early Childhood Programs: A State Survey 1974-75, Report 65, April 1975 (Denver, 
Colorado: The Education Commission of the States), pp. 1-7. 


Figure 1-6. School—a place to use a cash register and scales. (San Antonio 
College Child Development Laboratory) 
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Head Start Nursery Schools and 
Kindergartens 


Head Start nursery schools and kindergartens were first organized 
under the joint sponsorship of the federal government and a local 
agency in many American communities in 1965. The program was 
begun as part of President Lyndon Johnson’s War on Poverty. The pro- 
gram brought children of the poor together in groups for educational, 
medical, and nutritional assistance in hopes of reducing the observed 
handicap that such children experience when they enter elementary 
school. Some Head Start programs operated only in the summer, and 
others operated year round. Parent involvement has always been an im- 
Portant part of Head Start programs. For more discussion of Project 


Head Start see Chapter 19. 


Child-Care Centers 


Child-care centers provide full day care for children of working 
Parents. Increasingly, care is given to crib infants and toddlers. Such 
centers may be privately, publicly, or philanthropically financed. 
Parents’ fees cover costs and a profit margin in the private centers. In 
Public and philanthropic centers flat fees are charged according to abil- 
ity to pay. Some children’s fees are paid by public assistance funding. 
Some centers are opened for after-school supervision of school-aged 
children in a program called extended day care. The centers serve 
“latch-key” children who would otherwise be letting themselves into 
their own homes with a key carried on a string around their necks. 
Those agencies sponsoring child-care centers typically hope to provide a 
well-rounded educational program. Still, their first priority is to keep 
the child safe, nourished, and rested. It is not uncommon to find these 
Centers understaffed and thus incapable of providing the educational 
Programs their directors know would be desirable. With the ever- 
increasing number of women in the labor force, additional and im- 


Proved child-care facilities are in great demand. 


Parent-Cooperative Nursery Schools and 
Kindergartens 
Parent-cooperative nursery schools and kindergartens are operated by 


Parents who organize to provide schooling for their own children, They 
Pool their time, energy, and money and hire a qualified teacher. In addi- 
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tion, they take turns serving as the teacher’s assistant. Parents meet to 
build equipment, paint the facility, or plan outings for the children. Tu- 
ition is lower than at the area’s private schools. Programs will vary 
from simple playground groups to highly organized programs—depend- 
ing on the training and experience of the teacher and the interests of the 
parents. 

Some parent cooperatives include well-organized classes for parent 
education in addition to the child’s participation in the school. Since the 
parents (usually the mother) must participate, cooperatives are ordinar- 
ily not feasible for working mothers. 


Church-Sponsored Schools 


Church-sponsored schools, such as nursery schools, kindergartens, 
parent-cooperative nursery schools and kindergartens, and child-care 
centers are common in various localities. Tuition may be nominal if the 
sponsoring institution provides the facility and furnishings without cost 


Figure 1-7. School—a place to use new tools and talk over what you see with 
someone who cares. (Parent-Child Development Center, Houston, Texas) 
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to the group. Programs may have denominational emphasis or be en- 
tirely secular. Nevertheless children of congregation members usually 
receive preferred status if there is a waiting list. And, of course, 
churches and synagogues—often provide other programs for young 
children—choirs, one-hour-a-week Sunday schools, and week-long 
Bible schools. 


Private Nursery Schools, Kindergartens, and 
Child-Care Centers 


Private nursery schools, kindergartens, and child-care centers are fee- 
Supported commercial ventures. Many are well known and have built a 
reputation on sound educational philosophy. However, others are more 
susceptible to pressure and follow current fads "guaranteed to bring 
outstanding results." A popular service of private schools is the bus ser- 


vice that they frequently provide. 


Schools for the Handicapped 


The recent trend in education for the handicapped is away from 
Segregated classrooms and toward mainstreamed classrooms. This trend 
began in 1975 with the passage of Public Law 94—142. The law pro- 
vides education for all handicapped children and mandates an individ- 
ualized program for each child. Head Start, using Federal funds, ini- 
tiated mainstreaming. States have passed their own legislation and have 
incorporated young handicapped children into the general classroom in 
different ways. Many programs are just getting started. 


Hospital Schools 

Hospital schools are becoming increasingly popular. Hospitalized 
Children are brought to the classroom on the children's floor for as 
much school as their illness will permit. Not only is the child's educa- 
tion fostered, but there is therapy in getting together with other chil- 
dren. The teacher may also provide activities for children unable to be 


moved to the classroom. 


Laboratory Schools 


Laboratory schools have been established on college and university 
campuses since the 1920s to provide students a laboratory for observing 
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and working with children of nursery school and kindergarten age. 
Research and teacher-preparation programs are usually carried on in 
these groups. Increased interest in the young child is taxing the labora- 
tory schools. Many groups have become overobserved, overtaught, and 
overresearched. To alleviate the situation, moving some research and 
practice teaching out into the community is becoming the new trend. 


High School Nursery Schools 


Nursery schools connected with secondary education are becoming 
increasingly common. With the trend toward vocational education in- 
creasing, many high schools have moved into preparing their students 
to work as child-care aides. In order to give these students practical ex- 
perience, some schools have built their own child-care facilities, whereas 
others have used those already existing in the community. 

In some high schools infant and toddler programs have been devel- 
oped to care for children while parents finish their high school work. 
The parents also receive guidance in the care, feeding, and education of 
their children. 

Some high school nursery schools are organized on a temporary basis 
while students are studying a particular parenting or child-care unit. 
They may recruit students’ siblings and local faculty children. 


Figure 1-8. School—a place to hide i s wi 3 cien 
University Child eoe o hide in cozy places with friends. (Kansas State 
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Experimental Groups 


Experimental groups of young children provide research subjects. For 
example, the researchers may test teaching techniques, curricula, and 
theories. Often these studies are related to the educational problems of 
the disadvantaged child. 


Drop-in Centers 


Drop-in centers are places where children can stay for an hour or two 
while a parent shops, visits a clinic, or attends a meeting. Some drop-in 
centers are found in shopping centers. Churches have organized such 
centers to provide what they call "Mothers" Day Out.” Some drop-in 
centers are organized in conjunction with social agencies that are at- 
tempting to help parents who abuse their children. Counseling services 
may be available for the parent while the child is being cared for. 


Figure 1-9. School—a place 
to learn about yourself. 
(Texas Woman's University 
Nursery School) 
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Family Day-Care Homes 


Family day-care homes are usually operated by neighborhood women 
who care for children, often in addition to their own. Of course this 
type of care has been informally organized for many years. Some states 
regulate day-care homes to some extent, and other states largely disre- 
gard them in the monitoring system. These homes are popular with 
many families because they keep the child in the home neighborhood 
and because they offer care for latch-key children who might otherwise 
be left alone for several hours after school. 

Recently some public effort has been made to help those who run 
family day-care homes with the nutritional, educational, and social 
problems of the children and families they serve; for example, in work- 
shops run by professional teachers and groups. 


Home Start Programs 


Home Start programs are usually arranged by the public schools and 
have four major objectives: to involve parents directly in the educa- 
tional development of their children; to help strengthen parents! capac- 
ity for stimulating their children's development; and to demonstrate and 
evaluate methods of delivering services to the parents and children for 
whom a center-based program is not feasible. The programs are 
federally funded. A trained visitor helps the parents develop an educa- 


tional program for their children and helps them learn how to carry the 
program out. 


Informal Groups 


Observing in the Nursery School or 
Kindergarten 


St z " 
dun ud er childhood education usually have regular observa- 
€d from the beginning of the term. Thus they can see 
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children in action and relate their observations to the theoretical mate- 
tial they are studying in the classroom. Sometimes students may be 
asked to seek out children to observe. Children may be observed in lab- 
Oratory schools, in schools not associated with the university, in infor- 
mal groups, or in a family. In your preparation to become a teacher of 
young children, it is most helpful to observe situations similar to those 
in which you may later teach. 

The purposes of observation are to help you to relate theory to prac- 
tice, to understand what it means to be three, four, or five years old, to 
become acquainted with methods and materials used in the school, and 
to sense the complications and satisfactions of being a teacher of young 
children. 

To accomplish these purposes you will want to see a typical group of 
children behaving in typical ways. The following suggestions will help a 
new observer learn and be welcome. 


1. Determine what you expect to see. Your instructor will indicate the 
Points to look for during each observation. You may be given spe- 
cific questions to answer as you observe. . 

2. Study the observation assignments for the entire course, if they are 
available. This will help you in observing, in understanding, and in 
collecting meaningful examples for assignments. 

3. Be sure to read your text, listen to your instructor, and ask ques- 

tions so that each assignment will be clear. Children are fascinat- 

ing, and you may enjoy just watching. However, observation 

Should be done with a purpose if you are to benefit most from it. 

Take with you an outline of questions you have to answer. 

Secure or copy a list of names and ages of the children. For easy 

reference, arrange the list according to chronological age. For some 

assignments, it is helpful to list the number of months or terms in 

School and the number and ages of siblings of each child. 

6. Generally, it will be necessary to take notes, then write the report 
of the observation later. A hardbacked notebook is convenient for 


£^: 


note taking. : . 
7. An Observation booth facilitates observing and makes it easier to 


Watch behavior without affecting it. Safely behind a one-way-vision 
Screen, you can be more objective and will not have to wonder 
Whether you should interact with the child. : l 

8. Be quiet in the booth in order to avoid attracting the children’s at- 
tention and to avoid disturbing other observers. Sound equipment 
will, of course, make hearing easier. l 

9. When it is necessary to observe in the room with children, it is im- 
portant to be as quiet and unobtrusive as possible. You should sit 
on a low chair, usually along a wall. Children who are accustomed 
to observers won't pay much attention to you unless you dress in a 


Startling fashion or talk to them. 
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10. 


11. 


12. 


13. 


14. 


15. 


16. 


17. 


18. 


19; 


20. 


21. 


If a child talks to you, answer briefly and return to your writing. If 
he or she continues to seek your company, you can move to a new 
location and quietly tell the teacher that this child seems to need 
someone to talk to. Children have been observed going from ob- 
server to observer for short chats. Even though each conversation 
was short, the total effect was that the child made many contacts 
with adults but few with children. This situation does not help 
students to observe child-child interaction. Often no contribution is 
made to the goals the teacher has for the child. 

Unless your presence will interfere, you should move to areas 
where you can clearly see what the children are doing. 

Avoid congregating with other adults. This tends to interfere with 
children’s activity and with students’ responsibility. 

Stand near groups of children, or sit on the benches provided, but 
not on the children’s equipment. 

Identify each set of observation notes by date, time, group, teacher, 
activity, names, and a description of the setting so that you can 
recall it later with ease. 

Include the child’s age in your reports because behavior is much 
more understandable when related to a specific age. For example, 
use 3—5 to indicate three years five months. 

If the assignment calls for an anecdotal record, the observer records 
incidents as the child interacts. 

If the assignment calls for a diary record, the observer writes down 
a running account of the behavior of a particular child. Because 
writing is tiring, diary records may be taken for several minutes fol- 
lowed by a period of rest, then repeated. 

In both anecdotal and diary records use quotation marks and quote 
the exact words of the children and adults. Exact words are often 
significant, as we shall discuss in a later chapter. 

In reporting either type of observation, carefully separate facts 
from interpretations. Interpretations include what you think the be- 
havior means and what questions arise in your mind about it. 
Evaluative words, e.g., good, bad, pretty, ugly, happy, angry, are 
part of your interpretation. 

You may be called on to observe as you work with children. In this 
case your observation notes will of necessity be briefer. A small 
notebook and pencil should be carried in your pocket. A short 
word or phrase can suffice to help you remember a situation to 
write about in your reports or to discuss with the teacher. Such 


notes should be expanded immediately after the children leave, or 
the notes will soon be of little help. 

Do not ask about or make statements about children in front of 
children or parents. 


224. Di i i 
iscuss your observations with the teacher after the children leave. 
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A teacher is usually too busy to give students’ questions sufficient 
thought while attending the children. 

23. No one, on the basis of a short observation, is justified in making 
sweeping statements about what children “always” or “never” do. 
Remember, even the child’s total week in school is only a small 
part of his or her total experience. 

24. Ethical treatment of observation data requires that discussions 
regarding the material be kept within the classroom. Here observa- 
tions can be discussed in the light of other observer’s experience 


and the knowledge and experience of the course instructor. 


Participating in the Nursery School or 
Kindergarten 


For most students, participating directly with children is a long- 
awaited and valuable part of preparation to become a teacher. Through 
Participating, you will begin feeling, thinking, and reacting as a teacher. 
You will be seeing children live and learn together. Not only will you 
watch teachers, but you will try your own skill and eventually develop a 
teaching style of your own. | i 

Because students are often scheduled to participate with children at 
the beginning of a term, before learning the whys and wherefores of 
nursery school or kindergarten procedures, the following list of partici- 
Pation hints will help during the first confusing weeks. As the course de- 
velops, you will gain an understanding of the reasoning contained in 


these hints. 


Hints for New Student Participators 


1. Wear clean, comfortable, colorful, washable clothing during your 
participation. When you are dressed comfortably in washable 
clothing you need not worry about your clothing and are free to 
concentrate on the children around you. A wraparound apron is 
handy to wear around the finger paints. i d 

2. Wear a badge with your name clearly printed on it. Write "student 
helper" under your name so visitors or parents will know you. 

3. Arrive on time at the designated school and check with the teacher 
for your particular assignments. Note any posted schedules or di- 


rections. : f 
4. Attend any conference the teacher holds prior to the arrival of the 


children or at the end of the day. : 
5. Ask for advice in handling teaching material with which you are 


unfamiliar. h x : 
6. Avoid making patterns or models in any media for the children. 
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7. Write the children’s names on pictures, starting in the upper left- 
hand corner and using manuscript writing in upper- and lower-case 
letters as shown and in Figure 1—10. 


John Mary George 


Figure 1-10. 
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- Sit down to work with the children whenever possible. 
9. Talk quietly, using distinct words and short sentences. 

10. Sit with the children during group times, for example, storytime, 
rest, music, and snack. 

11. The children will help with cleanup if you make a game of it. Try 
singing your directions. Try suggesting, “You bring them to me and 
Pll help you put them on the shelves." Smile and say, “Thank you, 
John," after each bit of assistance. You'll marvel at how quickly 
the room or yard gets straightened up. 

12. Be an alert observer and you will know when assistance is needed. 
Move in to help, that's how you learn. 

13. Avoid unnecessary conversation with other adults in the room or 
yard. Save comments for staff meetings. 

14. When you have serious doubts about a procedure, say to the chil- 
dren, "Let's ask the teacher." 

15. Always keep the children's safety in mind and act to insure safety. 


In the Locker Room 


1. Sit on a low chair in a central location so that you'll be at the 
children's level and can see what help they need. Sitting saves the 
teacher's back, too! 

2. Snowpants usually must be put on before boots. Lay the snowpants 
Out in the correct position in front of the child, who sits on the floor. 
You can arrange several children around your chair like spokes on a 
wheel. The same circular arrangement works well for helping with 
boots too. A plastic bag over a shoe helps stubborn boots slip on. 

- Give praise generously as you encourage self-help. 

- Give both verbal directions and demonstrations as you help. 

* Jackets can be laid in open position on a low table. The child turns 
her or his back to the table and reaches backward, first with one arm 
and then with the other, to put the arms in the sleeves. Or the jacket 
can be placed in front of the child with the opening upward and the 
collar closest to the child. The child slips the hands into the sleeves, 
raises the arms, and the coat flips over the head into the correct posi- 
tion. Children enjoy this trick. Zippers and buttons require a 
number of demonstrations. You may have to start them partially to 
avoid overfrustrating a child trying to help himself or herself. Watch 
closely and help only when the child needs you. — 

6. For snowy boot removal, sweep snow off the children's boots and 

Snowpants with a small broom while they are still outdoors. Arrange 
a number of small chairs around an absorbent rug in the entryway. 
Preferably, let only a few children enter at a time to avoid conges- 
tion. The children sit on the chairs and remove their boots before 
Proceeding to the locker area to remove their other wraps. The rug 
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absorbs moisture and keeps it out of the locker area. An adult can sit 
in the circle and tug at stubborn boots. Boots may have to be 
drained and dried before being stored in the lockers. A clothespin 
with the child’s name on it is helpful for clipping pairs of boots 
together. Boots can be marked with a felt pen. 


. Learn where extra clothes are stored. Three- and four-year-olds need 


a complete set of extra clothing stored in their lockers for emergency 
use. Each school needs its own collection of clean “extras” for un- 
usual emergencies. A supply of paper bags should be stored nearby 
to use for soiled clothes. 


. Kindergarteners usually learn to tie their shoes, but younger children 


as a rule have difficulty with this skill. If you teach kindergarteners 
to call the loops “bunny ears” as you demonstrate tying, they will 
often become interested in learning. 


At Storytime or Singing Time 


1. 


2. 


w 


In 


1. 


You may be asked to read to a small group. You should read the 
book to yourself before reading to the children. 

Be sure that the children can see the pictures. When the children sit 
with their backs to the windows, the light is usually best on a book 
held up for them to see. 


- Give them opportunities to respond to the story and pictures. 
- If someone else is reading or singing with the group, you should sit 


with the children. If a child becomes disruptive, quietly suggest ap- 
propriate behavior by tapping his or her knee or shoulder. Avoid 
saying “Shhh” and causing more distraction than the child. 


- Sing along with the children softly so that your voice does not over- 


whelm their voices. 


- If a child leaves the group, keep an eye on her or him so that the 


teacher can attend to the total group. If the child does not want to 
return to the story or singing time, help find a quiet activity that 
does not disturb the other children who are enjoying the group activ- 
ity. Such a child might enjoy a story alone, so you could try reading, 
perhaps with the child sitting on your lap. 


- Should a visitor enter when the teacher is conducting story or sing- 


ing time, see if you can assist the visitor until the teacher is free. 


Side the teacher be called out, you should assume responsibility 
or the group so as to minimize the disruption. 


the Bathroom 


Certai i ; 

ser on poins in the schedule are usually designated for the toilet 

holding er pes: at other times keep alert for children who are 
8 their genitals—usually an indication of a need to urinate. 


10, 


SO YOU ARE GOING TO TEACH YOUNG CHILDREN! 23 


- Don't offer children a choice when you are virtually certain they 


need to urinate. Tell them, "Let's go to the bathroom." Take their 
hands and guide them quickly to the bathroom. 


- When helping in the bathroom, sit on a low chair in order to be 


comfortable while assisting children with straps, buttons, zippers, 
and belts. By sitting nearby you avoid pressuring the child. 


- Boys need to learn to raise the seat, aim accurately as they stand to 


urinate, then lower the seat. These steps usually require many gen- 
tle reminders. 


- Children may worry about the noise of the toilet flushing. If the 


child hesitates when you suggest that he or she trip the lever, then 
you flush it until the child gains confidence. 


- Since girls and boys use the same bathroom at the same time, be 


matter-of-fact and factual when answering questions regarding dif- 
ferences in their bodies. Don't be embarrassed when they look at 


each other. They are learning. 


- Toilet accidents are not unusual in groups of three-year-olds. They 


are less common in older children but still may happen. Wet pants 
are more common than accidental bowel movements. If Jimmy has 
an accident, suggest that he try to use the toilet—sometimes he isn't 
finished and may only wet again as soon as you get the wet pants 
changed. Get dry clothing from his locker and dress him. Put the 
soiled clothing in a sack and label it with his name. Be matter-of- 
fact when other children ask about what has happened. The 
teacher will report the accident quietly to the parents so that the 
child doesn't feel betrayed and the parent doesn't feel inclined to 
punish the child. The teacher might say, “We’ll be able to work out 
this problem. We'll just remember to encourage Jimmy to go to the 


bathroom right after snack." 


- Children usually enjoy washing their hands. Watch the temperature 


of the water. Usually, long sessions at the lavatory indicate that the 
children would enjoy some water play. Help the children dry their 


hands well to avoid chapping. 


- Late four-year-olds and fives can usually manage the bathroom 


routine without much adult help. Sometimes they play. If they spill 


water, let them mop it up. 
Avoid having children wait in the bathroom. Keep the number en- 


tering in accordance with the number of toilets and lavatories avail- 
able. 


At Snack Time or Mealtime 


l. If you are required to serve the meal, ask for advice on procedures, 
* Sit with the children at the small table. 
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. Have a quiet conversation with the children. Avoid intertable con- 
versations. 

. Give quiet directions to aid the children in learning the routine. 

. Tipped-over glasses of beverage are probably the most common 
mealtime accident. Therefore, encourage the children to keep their 
glasses moved toward the center of the table. 


6. Use a sponge to wipe the table as you leave. A child might be en- 


couraged to help you. 


During Outdoor Activities 


L 


al 


Dress for the weather from head to toe. Boots, gloves, scarves, and 
plenty of warm clothing are a must in winter. Comfortable loose 
clothing is important when it is hot. 


. Go where the children are. Adults should be spaced throughout the 
yard. 


. Keep off the children’s equipment. Children won’t use it if adults are 


sitting on it. 
- Go to a child and get his or her attention before giving directions. 


. Encourage and assist the children in putting things in the storage 


areas at the end of the period. 


At Rest Time 


1. Sit by a child who is having difficulty being quiet. 
2. Children may quiet down more quickly if they lie on their stomachs. 
Some like to have their backs massaged. 
3. Sing lullabies or say quiet poems to the children. 
4. If children need to go to the toilet, help them leave the group quietly. 
Assist them in the bathroom. 
S. Rest time should be a pleasurable experience free of punishing ad- 
monitions. 
Conclusion 
An organized program for visiti i icipating i 
x ng, observing, and participating in 
m is children under the leadership of experienced teachers will 
k coniugis Renier to teach young children. Suggestions on 
nd participati 
ded NUT Se have been made at the outset to help stu- 


> 
dren’s groups reveals ma 


periences. On-the-spot experience with chil- 


with young children. ny of the pleasures and challenges of working 
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Philosophy 


V, do the children do 


this?” “How do they know what to do next “What is your reason for 
planning this activity?” “Is play all they do? EU 
These are questions that as a beginning studen hs n Logos 
teacher in a child care center, a nursery school, or MR LR APA 
dents in early childhood education classes are often aske ub 
and participate in organized schools as part of their training. den 
observation and participation in ongoing groups dard sen pe 
aspects of a program that might escape your notice if t ri eus a 
cussed only in a purely classroom situation. You will Ps ave vibe 
portunity to confirm the correctness of your professional choice as y 
try out personal reactions to real live children. duas 
After you have observed several different groups taught by di : 
teachers you may be more confused than enlightened until you arempi 
to isolate various factors from each observation. How are the group 
similar and different? How are the teachers alike and different? Do 


: : ; cut- 
teachers’ attitudes differ toward children, parents, other teachers, 
riculum, or goals? 


What Does the Nursery School or 
Kindergarten Teach? 


The modern, technical, fast- 
more pressure on teachers an 
meaningful learning experie 
Young children can learn, 


moving age we live in is putting more and 
d parents of young children to be sure that 
nces are available in homes and schools. 
want to learn, and must learn. The evidence 
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is convincing that the early years of a child’s life set the stage for the 
later years.! The problem for the teacher centers on what to teach and 
how to go about teaching it. 

In some sense, if we are honest, we really don’t know exactly what 
these children we teach will need to know in order to function effec- 
tively in their adulthood. If we take a three-year-old, should we project 
the child into college years—17 years hence—or into middle age—37 
years hence? Can the reader evaluate his or her own education? What 
did the teachers of your early years teach you that prepared you for the 
world today? What changes would you have made? Even for the youth- 
ful college student today, the world has changed with tremendous ra- 
Pidity since he or she entered nursery school or kindergarten some 17 to 
20 years ago. Middle-aged people today, caught up in the rapidly 
changing technology, find themselves involved in jobs, social relations, 
and world interrelationships for which no one really provided specific 
Preparation. If a crystal ball had been able to tell what today would be 
like, people would have been disbelieving. You may be critical of your 
education and want schools to be better for your children. 

Robert Maynard Hutchins, a distinguished educator, wrote, “About 
all we can say today is that the one certain calling is citizenship and the 
One certain destiny, manhood.” He concluded the article with this state- 
ment: “The aim of American education in an age of rapid change 
Should be to do what it can to help everybody gain complete possession 
of all hi 192 

ee don’t know what kind of world these children will 
find, it doesn’t excuse us from trying to make some predictions. Modern 
Society calls for basic tools in language, mathematics, the social and 
Physical sciences, and the arts. The future demands self-confidence and 
an ability and desire to continue to learn in order to cope with inevita- 
ble changes. Creativity will be required to take existing media and 
ideas, combine them with new media and ideas, and come up with bet- 
ter products or better ways of doing things. Progress requires that chil- 
dren find answers to questions that teachers can’t answer or haven’t 
even asked. In addition, emotional health and successful family and per- 
Sonal relationships will surely be important to individuals. Education 
for citizenship will be vital. At all ages, the ability to cope with leisure 
time may be significant to the individual’s feeling of satisfaction. 
Throughout life, learning how to learn and developing a zest for learn- 
ing may be the most important outcomes of the educational experience. 

What does this discussion about an individual’s future needs tell us 


! Mollie S Smart and Russell C. Smart, Children: Development and Relationships 


(New York: i lishing Co., Inc., 1977), p. 634. | 
x hr p ie die cem Med and Change," The Center Magazine, 1:6 (Sep- 


tember 1968), pp. 6-8. 
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about planning to help young children reach their full potential today? 
There is no question but that we should hope to foster their mental de- 
velopment and prepare them well in the basic subjects—reading and 
language arts, physical and social sciences, mathematics, and the arts. 
Every effort should be made also to help build strong bodies and teach 
children to care for these bodies. Longevity figures warn us that these 
children’s bodies will be with them a long time. Sports should play a 
significant role in physical development and in the use of leisure time. 
Teachers should help children build a personal self-confidence that pre- 
pares them to cope with life. We should be concerned with the total 
aspects of mental health. We hope that children will learn to get along 
with others in order to live peacefully on this planet. Closely related is 
the individual's creativity—an ability to see new relationships, push 
boundaries beyond present knowledge, and organize ideas aesthetically. 

From the foregoing we can now sift out several areas to emphasize in 
our planning for young children: (1) cognitive or mental development, 
(2) physical development, (3) emotional development, (4) social devel- 
opment, and (5) creativity. These areas are not independent for either 
adults or children. They are interrelated, and a deficiency in one can 
create inadequacies in the others. The conclusion follows, then, that in 
planning for children to reach their fullest potential, we must plan for 
the totality of experience. 


Goals for Early Childhood Education 


p Establishing goals must come before attempting to make plans. What 
ie ernie Let us agree our goals are that each child 
a happy childhood, reach hi i > 
fully functioning adult. u ip quM. a oi 
To define goals in terms 


more helpful to teachers, the concept of de- 
velopmental tasks as outlin : P 


"m : ed in the work of Carolyn Tryon and J. W. 
ee useful.? Developmental tasks are those common tasks each 
S s ual of a given age must master within a given society in order to 

appy and to master the tasks of the next age. The developmental 


hera M» ir ona ladder; they are too far apart for the person to 
a iim Mi ey without stepping on each rung. Sufficient ex- 
pe ede ius = mers must be achieved before the next task can 

uccessfully, €n conditions are right i i 
prepared, children will likely achieve the ‘ei cia ica 
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Figure 2-1. Early childhood—a time to discover who I am. (Kansas State Uni- 
versity Child Development Laboratory) 


Ten Major Goals 


The developmental tasks serve as a basis for the ten ae gara 
Nursery school and kindergarten aged children. Parents and teachers 
Will strive to help children— 


Growing j A ; s; 
Chii s Ea think of themselves as independent, capable in- 


dividuals, Adults are responsible for helping each ran acca esi 

Priate level of independence. This goal is always in the teacher's min 

when planning the program, equipment, materials and guidance for 

children, and is remembered when a whether A m yu ax 
i i j to help each chi 

m i ts or zippers. The objective is K 

m z pig A him » herself, and to make decisions and 


Choices, 


j j as Well as Receive Affection : 
e eli pi dudit, affection, children will grow in 
ability to give and share affection with others their age and with adults 
both within and outside the family. The teacher helps them to feel 
Secure and loved in their new environment. The teacher makes special 
Plans for working with those children whose home backgrounds have 
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not fostered feelings of love and security, and for working with their 
parents, in hopes of changing some of the negative aspects of the early 
experience. 


Learning to Get Along with Others 

As children move out of the social unit of the family into the social 
unit of the school, the teacher wants their experiences to be positive and 
happy. Children are protected until they are ready for social rela- 
tionships. They are helped to learn techniques of interaction that will 
bring positive responses from others. 


Developing Self-Control 

The teacher thinks of discipline as self-control to be developed over 
time. There are few absolutes. The goal is for each child to become self- 
disciplined, self-guided or self-directed. This is in contrast with a child 
who is only adult controlled or directed. It is desirable for children to 
learn certain behaviors and the reasons for them. The teacher explains 
how appropriate responses provide protection for each child as well as 
for the safety and well-being of others. As children gain understanding, 
they develop a sound basis for appropriate behavior. Fear of an authori- 
tarian figure does not provide an adequate basis for developing self- 
control. Experience in making judgments and decisions is provided in 


Figure 2-2. Early childhood—a time to make friends. (Haslett, Michigan Child 
Care Center) 
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order that children will become confident that they can make decisions 
when the adults are not nearby. 


Learning Nonsexist Human Roles 

Though biological sex roles differ, sex stereotyping is to be avoided. 
Teachers must be constantly alert to set expectations and use guidance 
that encourages children of both sexes to develop all aspects of their 
Personalities and talents. Equal treatment and equal career opportu- 
nities for either sex are now generally required by state and national 
laws. 


Beginning to Understand Their Bodies 
The teacher plans and carries out a program that helps children un- 
derstand their bodies and to feed and care for themselves. Health, 


hygiene, and nutrition are very important. 


Learning and Practicing Large and Small Motor Skills 
A program is designed which challenges each child’s small and large 
muscles. Motor skill practice is encouraged through planning, support, 


and guidance. 


Beginning to Understand and Control the Physical World 


The teacher develops the child’s intelligence by encouraging curiosity, 
thinking, reasoning, and the gathering and using of information. Every 
effort is made to help children fit together some of the pieces of their 
world puzzle through careful planning and selecting of materials, equip- 
ment, and experiences. The teacher expects to provide a background of 
eXperiences and attitudes that will make living and learning more mean- 


ingful, 


Figure 2.3, Early child- 
Ood—a time to eat nu- 
tritious foods regularly. 
ichigan State University 
Child Care Center) 


Figure 2-4. Early child- 
hood—a time to take re- 
sponsibility for cleaning up 
a mess. (Southeast Oakland 
Vocational Education 
Center) 


Learning New Words, and Understanding Others 


Every opportunity is used by the teacher to foster children’s use of 
language and their understanding of others’ language. 


Developing a Positive Feeling about Their Relationship to the World 
The teacher’s and parents’ roles are to help children feel good about 


themselves as they gain experience with the world. A positive self-con- 
cept can develop during these early years. The early school experiences, 


being the child’s first, should be happy, positive experiences. An envi- 
ronment which is personally exciting and meaningful will add to the 


child’s drive to learn. It is hoped that children will become self-con- 
fident in the school situation. It i 


friends, experiences, books, and learning be positive experiences from 
the children's view. If chi 


| po ol, then motivation should be high for 
accomplishing the developmental tasks of the elementary school years. 
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Figure 2-5, Early childhood—a time to cooperate with friends. (Dodge City 
(Kansas) Community College Child Care Center) 


Figure 2-6. Early childhood—a time to learn about families in our global com- 
munity. (Michigan State University Laboratory Preschool) 


34 TEACHING IN A SCHOOL FOR YOUNG CHILDREN TODAY 


Using the foregoing ten developmental tasks for guides, teachers can 
plan nursery school or kindergarten programs that foster all areas of a 
child’s development—physical, mental, emotional, social, and creative. 
Each of the ten tasks is important for a balanced program. See how they 
fit into evaluation of programs in Chapter 16. 


How Are Goals Achieved? 


The first time you visit a nursery school or kindergarten you may 
wonder how the teacher survives the day or how the children ever learn 
anything. There is usually a free-flowing informaility that is far different 


from the organization adults are likely to remember in their own 
schooling. 


Planning 


Despite the apparent informality and lack of regimentation, a great 
deal of planning and organizing takes place before, after, and even dur- 
ing the school day. The teacher and assistants meet regularly when the 
children are not at school to map out the days, weeks, and months 
ahead. Plans are flexible, but a good program for children does not de- 
velop haphazardly. The teacher keeps goals for the children firmly in 
mind. Goals are considered in terms of individual children. The teacher 
does not lump all children together and say, “All children must learn to. 
-. .” There will be a range of skills, behaviors, and competencies in 
any class. The teacher should expect differences and plan for them. 


Learning Centers 


The school will generally be arranged in learning centers, or zones. 
That 'S, In various parts of the room there will be a place for children to 
work in art, in science, or in music. They will find zones with blocks, 
books, and materials for dramatic play. Other zones will display per- 
ceptual and number games. In colder climates there may be an indoor 
zone for vigorous climbing, which substitutes for outdoor activities dur- 


in 
ee ae Rech outdoor zones may not be as numerous as 
r Indoors, the observer will find i i 
or nd zones for both d vigor- 
ous activity outdoors. Mage 


tt deut and the Teacher's Role 
inding children talking. | i 
the biggest surpris aeia aa 


Figure 2-7, Early childhood—a time to practice motor skills of all kinds. 
Louisiana State University Child Development Laboratory) 


e may also be a surprise. The teacher's role 
is to organize the learning centers and see that there is appropriate and 
Sufficient equipment in each for carrying on activities from which the 
child can choose. Then the teacher relates to each child who is engaged 
in learning through play. The role is far more than supervisory. The 
teaching involves moving about, putting in a word here, redirecting 
there, listening to children's comments and questions. 

he assistants and the teacher work as a team. For example, one day 
the assistant may provide a science experiment in one zone that requires 
close attention. Another day the assistant may keep an eye on all the 
Zones while the teacher concentrates on teaching language arts at the lit- 
*rature table. Through many one-to-one contacts the teachers contrib- 


ute to the total growth of each child. 


The informal teaching styl 


Teacher-Instigated Activities 


Routine activities such as cleanup, sto ag; a n 
Part of the child's day. These are teacher instigated, requiring some 


Compliance with the teacher's plan. However, they are loosely orga- 
Nized to leave room for individual differences in response. Group activi- 
ties contribute to the child’s learning and develop an esprit de corps in 


the group. 


rytime, and snack time are also 
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Figure 2-8. Earl 
(Michigan State University Laboratory Preschool) 


y childhood—a time to have someone around who listens. 


p with children individually and 
may sit near the table games or 
€ needed. The teacher may brief 
e like, or may offer advice when it 
though, you will be left to handle 


one, you will have an opportunity 
commendations for handling special 
problems. 


How Does Organization Facilitate Goals? 


Do children really learn anythin 

his may be the student's first rea 
common among teach 
elementary and secon 
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& worthwhile in such a free setting? 
ction and question. Doubt is usually 


ers who are already experienced in teaching upper 
dary grades, 
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Almost inevitably problems arise in groups of small children when an 
adult tries to get all the children doing the same thing at the same time. 
A young child is not accustomed to sitting still. The attention span may 
be short. However, the attention span of many children is longer when 
they are involved in a self-chosen activity, not an adult-initiated one. 

Children have a natural inclination to explore and manipulate. This 
inclination is to be exploited when the educational environment for the 
young child is being planned. Put a puzzle on the table so that the child 
can see it. Usually a child can’t resist taking the puzzle apart. And when 
Successful at working it, the child has developed both physically and 
mentally. The effective nursery school and kindergarten provide for 
numerous learning experiences with a variety of enticing equipment that 
Openly invites the child’s use. 

The teacher plans learning experiences that permit children to edu- 
cate themselves. As they make discoveries through their senses—sight, 
touch, taste, smell, and hearing—they will communicate with other 
children and teachers, developing language vital to all learning. Also 
they will concentrate because they are doing something that interests 
them, They will investigate, manipulate, and create, thereby contribut- 
ing to their intelligence and storehouse of knowledge. A 

Through individual, small group, and whole group activities, the 
teacher structures a flexible, individualized, and academically sound 
Program. To observe or participate in a nursery school or kindergarten 
Where children are dynamically involved in their own learning is to 
become convinced that “worthwhile” learning is taking place. 


i —a time to join with other children and learn from 
EA s eee ty Child Development Laboratory) 


Figure 2.9, Early 1 
the teacher. (Kansas State Universi 
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To the casual observer, children who are exercising their free choice 
during the self-selected activity periods are “just playing." Writers such 
as Bereiter and Engelmann advocate reducing the amount of self- 
directed play activity by “focusing upon academic objectives and 
relegating all nonacademic objectives to a secondary Position.’ 4+ How- 
ever, Lawrence K. Frank, a distinguished scholar of child growth and 
development, would not consider the self-directed activity previously 
described as “nonacademic.” He wrote, “Hence through play the child 
continually rehearses, practices, and endlessly explores and manipulates 
whatever he can manage to transform imaginatively into equivalents of 
the adult world. He experiments with and tries to establish the meaning 
and use of a variety of symbols, especially language, as he tries to cope 
with this often perplexing grown-up world." 5 ; 

Indeed, play is very valuable. Frank and Theresa Caplan, writing in 
The Power of Play, discuss the following sixteen values of play.® 


1. Play aids growth. 

2. Play is a voluntary activity. 

3. Play offers a child freedom of action. 

^. Play provides an imaginary world a child can master. 

5. Play has elements of adventure in it. 

6. Play provides a base for language building. 

7. Play has unique power for building interpersonal relations. 
8. Play offers opportunities for mastery of the physical self. 
9. Play furthers interest and concentration. 

10. Play is the way children investigate the material world. 
11. Play is a way of learning adult roles. 

12. Play is always a dynamic way of learning. 

13. Play refines a child’s judgments. 

14. Play can be academically structured. 

15. Play is vitalizing. 

16. Play is essential to the survival of humans. 


The advocates of more academic activities are really suggesting more 


teacher-instigated or structured activities. Bereiter and Engelmann rec- 
ommended that drill on teacher-chosen topics consume most of the 
child's school day. There is no doubt that there are significant prob- 
lems for teachers who teach disadvantaged youngsters—the youngsters 
Bereiter and Engelmann had in mind when they proposed their much 

* Carl Bereiter and Si 


school (Englewood Cliffs, N. 


ching Disadvantaged Children in the Pre- 
5 Lawrence K. Frank, 


J.: Prentice-Hall, 1966), p. 10. 


1973) e ram 'y (Garden City, N.Y.: Anchor Press, 
Carl Bereiter and Siegfried Engelmann. Op. cit., p. 10. 
» Op. cit., p. 10. 
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discussed methods. However, it is doubtful that long-range goals for 
stimulating the child’s love for learning, teachers, and books are ac- 
complished through methods such as they propose. 


Conclusion 


A developmental philosophy of early childhood education has been 
described. Teachers establish goals before planning programs. Suggested 
goals for the young child have been stated in terms of the develop- 
mental tasks of early childhood. Goals are achieved through careful 
planning and through arranging centers in which children can learn as 
they use the materials and equipment of their choice. Routine activities 
are organized in a way that leaves room for individual differences. 

As you read, observe, participate, and plan for a career in teaching, 
you must judge the merits of various teaching approaches. In what sort 
of school atmosphere does a child best learn academically significant 
concepts? What teaching methods are most appropriate to the philoso- 
phy, ideals, and needs of a democratic society? 

The teacher is of utmost significance. Perhaps you can sense through 
your observation and participation what Moustakas calls the bond 
between teacher and child from which “opportunities and resources 
emerge which enable both child and teacher to realize hidden potentials, 
to release creative capacities, and to stretch to new horizons of d 
ence, together and alone, where learning has an impart on total being 
and where life has a passionate, enduring character. 
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Getting to 
Know Children 


W. get to help more 


did with the fives.” “I feel useless. 


with the three-year-olds than we 1 
There is never a dull moment 


These fives don't need any help." “Whew! 
in here with the four-year-olds.” 


Such comments are common when early childhood education stu- 


dents talk about their observing and participating assignments in the 
nursery school and kindergarten groups. When given an opportunity to 
See different age groups, students discover common characteristics of an 
age. They also note wide differences between children who are the same 
age. 

Teacher can make use of normative-descriptive data 
derived alakea a h investigators such as Arnold Gesell (1880— 
1961).! Gesell and others carefully observed large numbers of children 
and described typical behavior and other characteristics of each age. 
Although a child may never completely fit the "typical" pattern, it 
helps to compare individual growth with such norms. Normative data 


elp adults plan new experiences and guidance measures for the child. 
omparing the behavior of a child with these data helps adults recog- 
nize severe deficiencies and initiate appropriate measures to correct defi- 


Clencies, 
Teachers combine normative-descriptive data and goals in order to 
Plan appropriate programs for children. The following are general char- 


acteristics of nursery school and kindergarten children as they might be 
Observed in the school situation. 


mold Gesell and Frances L- Ilg, Child Development (New York: Harper & Row, 


i 


1949) 
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Figure 3-1. Children's first drawings are scribbles made with a crayon held in a 
fist. 


Characteristics of Children 
Late Two-Year-Olds and Young Threes 


If you observe a group of late twos and youn 
may find there i 


quite far apart, yet never seem 
lose together, each will be play- 
parallel play. You will see little 
interaction between the children, 


. s may prefer 
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usually attracts the threes. Twos look clumsy and precarious to many 
visitors, who worry that they will fall. However, they generally won’t 
fall if they climb from their own motivation. If they are encouraged by 
another child or an adult to go beyond what they personally feel is a 
safe height, then the teacher should be nearby to avoid accidents. 

For most twos and young threes, the school is the first group experi- 
ence away from home. This age group should have a sufficient number 
of adults ready to provide individualized attention. The ability to play 
a nurturing role when necessary is a characteristic of a good teacher for 
this age group. Introduction to group living may be painful for some of 
the children. It may be difficult for the child’s parents, too! Children 
enter nursery school with differing amounts of experience outside the 
home. One child may readily accept a teacher because of pleasant expe- 
riences with baby-sitters, relatives, or church or synagogue school 
teachers. If previous experience has been unpleasant, however, the 
teacher may be in for a difficult time. Many young children will have 
had virtually no experience away from home. When they arrive at 
nursery school among strange adults and children, they are overcome 
With fear. 2h 

Teachers of twos and young threes must be on the alert for signs in- 
dicating a child's need to use the toilet. The child may fidget restlessly, 
Or become unusually quiet, or hold a hand pressing the genitals. As 
Soon as the signs are noticed, the teacher heads straight for the 


ps you see similarities and differences among 


Fi 4 ; l 
Mui Ober ging miara m Child Development Laboratory) 


children. (Kansas State University 
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bathroom with the child in hand. Young children can't wait! The 
teacher talks in a quiet voice while leading the child to the bathroom. 
Although schools generally prefer to enroll children who are toilet 
trained, every teacher of two- and three-year-olds knows that bladder 
control is frequently not well established. The teacher is alert to prevent 
accidents. The teacher's guidance will vary from child to child as efforts 
are made to understand each one. Some may need a helping hand, 
others may need only a reminder. A mature child will go to the toilet 
when necessary without attention. Some may fear the noise of the flush- 


ing water. If this is true, do not require the child to flush the toilet until 
greater maturity overcomes this fear. 

Lunch or snack with twos 
They eat well and talk little. 
the popular eating tool. 


and young threes is a serious business. 
Often they spill food and milk. Fingers are 


Resting time should provide a closeness to the teacher or other 
In groups that meet onl 


lie d 


adults. 
y a few hours, children may not be required to 


own to rest. However, in child-care centers, where children stay a 


Figure 3-3. Large balls are best for small children. 
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full day, nap time is essential. These youngsters may get exhausted 
because of the amount of stimulation they receive in the group and 
because most arrive at school quite early. Bedtime has many associa- 
tions for children. They may be weepy because parents are not there. 
Many hands and much patience are required to get a happy, restful nap 
time under way. 

Comparing the teaching in a group of young children with the teach- 
ing in an older group, you will note that the younger child gets more 
help, more demonstration, more reassurance, and more assistance while 
trying a new skill. The teacher uses words, gestures, and actions because 
the young child’s verbal understandings are being developed. Action 
cues help the child to understand. 


Late Threes and Fours 


Three-and-a-half, and four-year-olds have many characteristics in 
common. During their first days in nursery school they may have anxi- 
ety periods, just as do the two-year-olds and young threes. Generally, 
anxiety periods will be of short duration because the child has had more 
Occasions to leave home and enter into groups, knowing parents always 
return, Being more experienced, this child will be more curious about 
what the other children are doing and will move in the direction of the 
action, The parent who remains at school will probably find he or she is 
Not needed. 

Children of this age ask 

ecause they really want to know. 


many questions. They ask some questions 
They ask some simply because they 
want attention. Others they ask because they wish someone would ask 
them that question—they know the answer and enjoy a chance to show 
off. Verbally they have developed by leaps and bounds from the 
Younger age discussed previously. They understand more vocabulary 


than they are able to use. a J . " 
At this period there is a rapid increase in reasoning and concept 


building, They want to know about everything and to experiment with 
any material provided for them. Interest is maintained over a longer 
Period of time than in younger children. À : 
These children are more active. They run faster, climb more easily, 
and swing higher. Many can now pump the swing. They ride their 
tricycles fast, bumping into things and people, and even upsetting the 
tricycles deliberately. 
. Socially, late three- and four-year-olds. play closer together, Somes 
"mes sharing toys. The more mature will make suggestions for the 
Others, This is parallel play, showing the beginning of CODPET MC play. 
Increased verbal and motor ability seem to be facilitating factors. 
During the fourth year boys often choose activities traditionally 
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| Figure 3-4. Children choose 

“best friends" around age 4. 
f (Michigan State University 
* Laboratory Preschool) 


a 


thought of as masculine. For example, they select big blocks and cars. 
Girls often like the housekeeping area or other more "feminine" activi- 
ties. However, there is still a great deal of interaction between the sexes 


as they play in the learning areas. Imaginative themes develop in the 
group. 


; With our newer under- 
€ impact of socialization and sex 


ys to be more loving, help- 
oving sex role, racial, and 


e between wantin 
can do something 


46 year-olds may be picky 
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dicate their likes and dislikes strongly, thus asserting themselves. Their 
growth rate has slowed down and they require less food. Therefore, 
avoid pressuring children to eat. 

Toileting is generally quite routine in these groups. A wise teacher is 
quick to note indications of a child's need and will remind him or her 
to go. Most four-year-olds prefer to take care of toileting without help. 

At this age children usually think they're too old to rest. Rest time is 
therefore better received if it is called quiet time. However, three- or 
four-year-olds still need to slow down or they may become exhausted, 
hyperactive, or grouchy. In child-care centers adjustments may have to 
be made for older children who aren't sleepy. Sometimes they can be 
Biven resting and reading privileges in a room away from the sleepers. 

Three-year-olds are known for their negativism. Wording questions 
and requests to avoid that “No” seems to be the key to living harmoni- 
ously with threes, Fours, instead of saying “No,” typically find other 
ways (dawdling or talking) to resist what adults want them to do. Al- 


most all have difficulty waiting for their turn. 


Figure 3.5, Parting from a 

Parent is at times worrisome. 
t is a wise parent who takes 

ip to ease the worry. (Kan- 
S State Child Development 
aboratory) 
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Figure 3-6, Handling w 
(Kansas State University 


ashing and toileting is a big step for 
Child Development Laboratory) 


a little person. 


Fives and Young Sixes 


The fives and young six-year- 
from the groups we have been di 


Figure 3-7, Time to rest and 
watch helps a child avoid 
Over-fatigue. 


se of a longer attention span, a child 
le others do something else. This type 
y occurs with the more socially 


Not cooperative, however. Becau 
May work on a project alone whi 
Of independent activity frequent! 
Secure children. 

A charming characteristic of child 


Sense of humor. At the younger ages c! 
ate a joke. Now they enjoy jokes, riddles, and nonsense songs and 


Poems. They like to rhyme words and may taunt their friends verbally. 
Otor coordination is well developed. Kindergarteners enjoy learning 
New skills. Chinning, skating, and riding a two-wheel bike are chal- 
Enges they appreciate. Small motor coordination is also developing, so 
at a crayon marks where the child wants it to mark. More compli- 
cated puzzles and building toys are enjoyed. 
ith so much growth in all areas of development, the teacher’s role is 
to provide a wide variety of activities. Activities must be constantly 
New, different, and appealing. When a teacher knows that children have 
Not learned something thoroughly, concepts must be presented in fresh 
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ren of this age is their growing 
hildren are too literal to appreci- 
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ways; otherwise the group will show that they are bored. Because of the 
wider variety of interests, the teacher must plan to have many activities 
going on in a group at once. When kindergarteners have had previous 
nursery school or child-care experience or are from advantaged homes, 
an even wider variety of challenging activities is crucial. There is so 
much in this world to learn that it is a severe indictment of the teacher 
if a group of kindergarteners becomes bored. 

Some typical behaviors and other characteristics of children found in 
nursery schools and kindergartens have been described. Each child dif- 
fers regarding these characteristics. When it is said that three-year-olds 
are typically negative, it means that most, but not necessarily all, three- 


year-olds are negative. The same is true of the other behaviors de- 
scribed. Normative data only indicate typical ch 


fore are not really an evaluation of behavior. 
Any plan for learning must take into consideration the ages and 
stages of the children in the group. To master advanced skills, the child 
must first succeed in the more elementary ones. This fact is important in 
all areas of learning and must be taken into account as teachers provide 
experiences and set ex hildren. A three-year- 
pmental continuum and master some 


aracteristics and there- 


at a young age to begin the 


in the more exclusive 
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but enjoy a “peek-a-boo” 


Figure 3-8. The youngest children usually play alone, 
Bame with a teacher. 


pment. When situations of this sort occur, the teacher’s skill in blend- 


'ng nurturing with teaching may be challenged. ; 

Research points out the immature child’s lack of success in school.? 
Immature boys especially have difficulty competing against girls and 
Older boys.3 When a child will be among the youngest in the class, 
School officials may urge parents to seek an evaluation of school readi- 
Ness. Ability to cope with a class of older children and to participate in 
tegular school activities must be considered. Boys appear to be less 
academically oriented than girls and may have more difficulty than girls 
With small muscle coordination of the sort required for handwriting.* 

arents of an immature boy who want to help their boy's first school 
*Xperiences to be successful may be encouraged to keep him in nursery 
School or kindergarten until he is a year older than most children in his 
Class. These children simply need time to mature and one year may 
make the difference between school success and difficulty. School coun- 

? Katrina De Hirsch, “Potential Educational Risks," Childhood Education, 41:4 (De- 
cember 1964), pp. 178-183. 


lbid., p. 183. : 
* See Elizabeth Hurlock, Child Development (New York: McGraw-Hill, 1972), p. 141, 
z f handwriting skills. 


fi : ; 
Or a discussion regarding development o 
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selors support this move. They find their biggest caseload among imma- 
ture, often hyperactive boys who are not ready for the sitting still that 
many first grades require.5 When this t 
in a community, the nursery schools 
number of children somewhat older th 

Catherine Landreth summarizes re 
clinics for children with speech and r 
more boys than girls. Why? 
ferences in the frequencies wi 
istics that lead to speech and 
differences in their rate of de 
are not ready for the kinds 
for at ages 5 and 6," 6 


ype of counseling is taking place 
and kindergartens may enroll a 
an the typical ages described. 

search findings as follows: “In 
eading problems, there are many 
This sex difference could be due to dif- 
th which boys and girls inherit character- 
reading problems. It could also be due to 
velopment. It may well be that many boys 
of learning tasks that most girls are ready 


Grouping Children 


le, a physically skillful late three-year-old 
-year-old group. The teacher 
as of development justify it. 


any age combination. Some teachers 
with the younger. Th 


f all are 


aes t to plan activities with sufficient challenge 
: the most mature children Frequently a teacher has little to say 
about the ages of the children in th 


5 Katrina De Hirsch "P 
cember 1964), Pd otential Educational Risks,” Childhood Education, 41:4 (De- 
catherine Land 
199) 6 andreth, Preschool Learning and Teaching (New York: Harper & Row, 


Size of Group 


Fewer than twenty children per | 
both the children and the teachers. 
to know the children and the pare 
acquainted with their teachers anc 
Also, it is easier to avoid overstii 
should have a minimum of two ad 
cies.” A ratio of one adult per five 
groups of disadvantaged children, 
Special importance. Research indic 
more authoritarian the leadership be 


Knowing Children as Indi 


Classroom Observation 


Teachers begin accumulating info: 
first moment they know which chilc 
Sach child is unique, understanding 
teacher makes a systematic effort to 
à notebook in which information i 
report is made for each child. An 
diary records of each child's activity 
Ing observations and information . 
Plans a program to fulfill each child 
the teacher's careful study as they ar 
mation for understanding more abot 


Home Visits 


Besides working with the children 
Odic visits to the home in order to g 
and the family. A student may be inv 

Ome visit. Students, and even some 
making home visits. However, once t 
alize their value in developing und 
Port. 

The home visits made prior to the 

fe The 1980 Day Care Regulations require a 


Minimum of 1 adult per 9 children. Washingtc 
and Welfare, Federal Register, March 19, 198 
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the teacher’s most important activities of the entire year. Arranging in- 
troductions on the family’s home premises gives the family a chance to 
feel more at ease. The focus is on the family and their concerns. If the 
introduction occurs at school, the focus becomes almost entirely school- 
centered. The goal for the first visit is to learn from the parents about 
their child and the home environment. 

The teacher makes an efficient visiting schedule by grouping children 
according to their neighborhoods and making telephone calls to arrange 
a convenient time for a short visit. If the visits are scheduled every half 
hour, there is a little time to allow for getting mixed up on directions or 
waiting while the baby’s diaper is changed. The home visit can be pre- 
sented as a routine event and as an opportunity for the child to get to 
know the teacher before entering school. Cooperation is usually ex- 
cellent. 

For an icebreaker a teacher can show the child a packet of snapshots 
of former classes of children busily at work at school. Pictures always 
interest children and help them Bet over some of their shyness. A toy or 
a book can substitute for pictures. As the child looks at the pictures or 


plays with the toy, the parents and the teacher can talk over a few de- 
tails. 


The teacher can 


provide the parents a school policy statement for 
later reading, 


a list of children’s names and addresses, 
mission blank, health forms, a brief informational questionnaire, an 
forms for any research data needed. The teacher explains when the 
forms are to be returned and why they are needed and assures parents 
that personal documents are confidential. 


The teacher discusses with parents their role on the first day of school 
and seeks their estimate o 


f how much support they feel the child will 
need. Because the first day: 
school, it seems 


a field trip per- 


a and will be grateful for 
teacher, and child can visit with- 

their turn or that others are lis- 
be at the school Or at a parents’ meeting. Young 
Say to their teacher, “You know 
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where I live.” They feel real security in this knowledge and believe that 
in any emergency the teacher could find their house—and he or she 
sometimes may have to! 

Home visits often give information about family activities, interests, 
or hobbies. This information may also provide ideas for involving a 
family in class activities. For example, if Johnny brings out his daddy’s 
banjo, the teacher can remember to ask Mr. Smith to play his banjo at 
school when the class is studying vibrations or stringed instruments. 
Questions such as “What did you do this summer?" can help a teacher 
include the child in future class discussions. For example, a teacher 
learned that shy Ronnie had flown by jet to visit his grandmother. Ron- 
nie then became the class’s jet expert when flying was mentioned. 

A classroom storybook featuring the children themselves can begin to 
take shape during home visits. The teacher carries a camera and uses 
this opportunity to photograph each child. Looking for siblings, pets, or 
toys to include in the photo brings about informal visiting that adds fur- 
ther to the rapport among all present. See the chapter on literature for 
more discussion about this storybook. The pictures may also be placed 
on lockers to help children identify their personal space. 

On parting from the home visit the teacher can tell the parents, 
“Please call me at school or at home any time a question comes up that 
Concerns the school and your child. We want to work together to make 
a good year for Johnny." Usually they quickly respond with the st 
terpart of that statement, “You call us too if anything comes up or if we 
can help." If they do not so respond, the teacher can add, And ri 
want to feel free to call you if I have any questions. In addition, 
Parents are extended an open invitation to visit during the school year 
at any ti inute or all day. A l 

ipe ane anxiety concerning their lack of nice fur- 
nishings, but a wise teacher does not concentrate on these things or o 
Pear to notice. The goal is to build a relationship with people wit 
whom one expects to work at least a year. The human element interests 
the teacher more than the quality of sofas. After this informative get- 
acquainted visit, they'll know each other the next asi ai í 

Throughout the year the teacher can realize tremen ous value from 
this brief home visit. In the first place, the child’s name and face can 
More easily be remembered after having had some time to talk to the 
child individually. Calling Sara by name, perhaps asking about a pet or 
8 baby sister, can make her feel more at home those first days at school. 
! ollowing this procedure, teachers find fewer children who cry on open- 
Ing day. In addition, during the visit the teacher gains some feeling 
about the psychological climate of the child's environment. For ex- 
ample, one may sense quite accurately the competition between siblings 
Or the laissez-faire attitudes of parents through first-hand observation. 


56 TEACHING IN A SCHOOL FOR YOUNG CHILDREN TODAY 


Home visits are as unique as families. Teachers should relax, ipd 
these new friends, and not feel any compulsion to teach but only to 
m home visits are not feasible before school begins, they should 
be planned as quickly as possible after the opening of school. On Mv 
later in the year, parents will expect the teacher to tell them about their 
child. Visits or conferences that are held when there are problems that 
must be discussed are far more difficult than the initial meeting. They, 
too, require thoughtful preparation. However, when initial mering. 
have built a feeling of confidence and respect between teacher an 
parent then the relationship can withstand a discussion about a child’s 
problem. 

Teachers should write notes on all visits and conferences. These can 
be written after the session and filed for future reference. Further discus- 
sion of the school’s partnership with parents in extending the classroom 
goals to the home follows in the chapter on teacher-parent relations. 


Family Visits to the School 


During the home visit a time can be agreed upon for the family to see 


the school facilities. These family visits to the school afford university 
students who may be assigned to that laboratory an excellent opportu- 
nity to get acquainted with children. 

As a result of the hom 
other as old friends. Stu 
the child looks around. 


€ visit, the teacher and family now greet each 
dent helpers can be available to help quietly as 
The child usually explores quickly, finding the 
locker with his or her name on it, the bathroom, the various learning 
centers, and the playground. Sometimes the child meets new classmates 
because several families (including siblings) may drop in for their visits 
at the same time. If a child had any worries, they are usually allayed by 


now. The child is ready for school to begin. 


Teacher's Files 


at liberty to open all files 
w about a child's family. 
© separate files: one containing objective data, to 
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Figure 3-9. Fathers enjoy their young children and may be observed on a home 
“sit or as they pick the child up at school. 


which the students have access; the other containing more subjective 
Notes and evaluations that are not open to the students. — h 
Students also may have occasion to obtain very personal information 
about a family, They too must treat the information as confidential. It is 
Sound policy for a school to ask students to discuss a child only with 
the child’s teacher or in the theory class that accompanies the course. 


Sing anecdotal material for dormitory conversation Is a sure way to 


embarrass the student, the teacher, and the parents. In a social situa- 
j ickly lose confidence in 


tion, į 2 : 
lon, information becomes gossip. Parents can quick! 
al lives are not being protected. Imag- 
hagrin when a mother reported that 


t : ; 
i € school if they feel their person 
ne the nursery school teacher's c ) 
e of his students that their son was 
> Even if the story were true, the 


cap ees had learned from = 
e hol school. 

i Rea a E 4 he child’s conduct to the parents’ at- 
he light of possible remedies. 


teacher should be the one to bring t! 
tention and to discuss the problem in t of pe 

Health forms, questionnaires, and tests are objective data that may be 
OPen to students. When teachers provide parents with health forms they 
ong asking for information, examinations, and immunizations that meet 
the local and state health codes. For the school to secure all the needed 
Information and examinations, parents may need some help on what is 


Figure 3-10. Babysitting is a good way to get to know children. 


required, where it can be obtained, and what it costs. The teacher may 
give the parents exact information on days and hours that clinics are 
open, or names and addresses of physicians who give the examinations. 
Occasionally arrangements are made for a physician to administer ex- 
aminations at the school. 

Questionnaires should be short and ask only for necessary informa- 
tion. They should be tried out on a few parents before they are used for 
everyone: a trial run will indicate unclear questions and unnecessary 
duplications. If research questionnaires are to be used, it is best to 
include these in the original package to avoid the constant request for 
information. If questionnaires become a nuisance to parents, they will 
fill them out haphazardly. Further, a single request facilitates the 
teacher's checking and filing of questionnaires. Parents should be reas- 
sured that personal data will be kept strictly confidential. 


Conclusion 


Getting to know children is a continuing process. Real understanding 
requires a depth of 


perception that comes with training and experience 
ee course, may never really be completely achieved. Information 
regarding children can be obtained from research, from parents, an 
58 
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from previous experience with children. Each child has characteristics 
that are similar to those of other children of that age. Each child also 
has unique characteristics. The similarities enable the teacher to work 
with children in a group. A range of interests and abilities will exist in 
every age group. The teacher and the student of early childhood educa- 
tion are challenged to learn to gauge the level of a child’s development 
and to plan a program that meets the needs of individual children. 
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Setting 
the Stage 


ll. did you get your 


group started?" “Was it hard to work with all new children at is 
beginning of school?" Such questions are often asked by students who 
watch a smoothly functioning nursery school or kindergarten teh 
during the latter part of a school year. These students are experience 
enough to realize that the smooth operation does not happen by ac- 
cident. 

Some early childhood education students have the opportunity iw 
help the teacher make the necessary preparations for the beginning © 
school. They see exactly what is required for staring a new group. 


Planning for the Opening of School 


ae d ; e 
Planning is similar for both nursery schools and kindergartens. sa 

kindergarten teacher, however, organizes a Program containing a wi S 

variety of learning experiences than a nursery school teacher needs t 


à : : f 
Provide. Also, kindergarteners, as Opposed to nursery children, are "d 
More assistance to the teacher and can take better care of their persona 
needs, 


Basis for Planning. 


When making class plans the teacher considers the following: 
1. The goals for the young child (Chapter 2). 
€ rationale for self-selected activity (Chapter 2): 
3. The characteristics of the particular age (Chapter 3). 
4. The information about individua] children (Chapter 3). 
60 
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The week before the children arrive, the teacher should (1) arrange 
the facility where school is held, (2) plan the daily schedule, and (3) 
choose the learning experiences for the children. Arranging the facility 
and organizing a workable schedule are covered in this chapter. Learn- 
ing experiences are referred to only briefly in this chapter but are dis- 
cussed in detail in Part Two. 


Planning the Arrangement of the Facility! 


Equipping and arranging the schoolroom and yard are similar to fur- 
nishing and arranging a house or an apartment. The teacher takes in- 
ventory of the functions that must be performed and plans for the most 
efficient use of the space available. Everyone knows that it is exciting to 
plan new space before it is built. Using old space may be a greater 
challenge. More creativity is often required on the part of those plan- 
ning to operate in old space designed for other purposes. 

Careful planning of room arrangement, storage spaces, and equip- 
Ment can facilitate the teacher's handling of the children. There are 
many functions the children can perform for themselves. They can help 
With others if the facilities are carefully arranged. Children learn favor- 
àble attitudes toward helping, care of equipment, and cooperation when 
they are expected to help and are taught to help. For example, children 
can wash the easel and the paintbrushes if the cleanup sink is at their 
height and sponges are provided. When children put away their own 
toys, the teacher's time and energy can be used for other educational 
Purposes, 


A large rectangular playroom containing about 50 square feet per 


child is usually satisfactory. More space is desirable in colder eme 
Where longer periods of the day are spent indoors. Where weat uie 
Mits extensive use of outdoor space, less indoor space might suffice. 
Space should be allowed for the number of adults in the program. on 
arge room is superior to several small ones in terms of supervising an 
teaching, ^ 

The room is divided into learning centers or zones. s ere are centers 
9r (1) art activities, (2) science activities, (3) eae EE activi- 
ties, (4) music activities, (5) dramatic play, (6) blockbui nE ere. 
(7) Manipulative toys and games, and (8) carpentry or sand activities 


f play spaces, floor plans, and recommendations, see 
n re Lee Walling, Planning Environments for Young 
Chil : i - in D.C.: National Association for Education of 

ung C oal Space Nese ed drawings of several children’s centers through- 
out the " Vd de REN Osmon, Patterns for Designing Children’s Centers, 1971, 
and Bl Aben pv i dh Early Childhood, 1970, both arse from Educational 
cilities Laboratories 477 Madison Avenue, New York, N.Y. ees 


1 " 
S p; or a comprehensive analysi 
ybil Kritchevsky, Elizabeth Prescott, 
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when space permits. Also, provision must be made for eating, en 
resting, and storing a child’s belongings. Shelves and other storage facil- 
ities can serve as dividers between learning centers at the same time that 
they hold the equipment and materials needed in those centers. Care 
should be taken to keep the storage facilities low so that the teacher can 
observe the action in each center. Also, low shelves encourage children 
to get out and put away materials and thus develop independence. In 
some climates it is necessary to have a large muscle activity center in- 
doors. 

The rooms should have a light, airy, warm look and be friendly and 
inviting. An artistic use of color—such as subdued walls, with color 
supplied by equipment and children's art products—is aesthetically 
pleasing and gives a feeling of happiness without being over-stimulat- 
ing. Soft light and enough electrical outlets with safety features are im- 


portant. There are many new materials with washable, durable finishes 
that are useful for decorating and equipping rooms housing young chil- 
dren. 


Every effort should be made to reduce the noise level in the rooms by 
the use of draperies, carpeting, acoustical tile, and other soundproofing. 
Carpeting is particularly desirable in block, dress-up, and story areas. 
Flooring that can be readily mopped should be provided for painting, 
eating, and water-play areas until carpeting proves itself and janitorial 


services are equipped to cope with carpet cleaning. One corner can be 
used for quiet activities, and the Opposite corner for active and noisy 
events. 


Traffic Patterns 
The teacher visualiz 


es how the children wil 
Where do th 


of-the-way places, re- 
ckers. This little space, 
Place to call his or her 


1 
Figure 4-1, A path that encircles the yard reduces uo among wheel 
toy users. (San Diego City College Child Development 


Figure 4.2, A locker of her 
Own helps this girl take care 
of her own belongings. - 
ichigan State University 
aboratory Preschool) 
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used by some teachers to help children identify their lockers. However, 


most will quickly learn to locate the locker by its position in the room— 
or by the name above it. 


Bathroom 


The toilet often requires rapid entry and should be readily accessible. 
Toilets and sinks should be at the children’s height. A minimum of two 
toilets and two lavatories for each group of children is recommended. 
Both sexes use toilets in the same room. Doors are not needed on toilets 
for children up to five years old. The absence of doors facilitates super- 
vision. Five-year-olds usually are beginning to appreciate privacy, sO 
shutter-type doors that spring closed can be installed. Even for five- 
year-olds there is no need for Separate bathrooms for boys and girls. 


Low Sinks 

Bathroom lavatories sho 
work by the Pressing of a 
eliminate running water in 
ative arts center is conven 


Figure 4-3. Independence in washing is easier with low sinks, 
Illinois Child Developme 


(University of 
nt Laboratory) 


Figure 4-4, Children do get thirsty and a fountain increases their ability to serve 
their own need. (Louisiana State University Nursery School) 


Resting Space 
A quiet time of songs and stories will rest children; hence a space 


should be designated for quiet-time activity. Ideally this space should be 
located away from distracting toys. Short rest periods can take place 
Without formal stretching out. If the room is carpeted, the children may 
Stretch out without being told. Where there is no carpeting, a few throw 
Tugs will cushion the lying down or sitting. It should be noted that 
Severe efforts to get everyone lying down often yield negative results 
and negative attitudes toward sleep. 

In child-care groups, where napping is essential, cots with sheets and 
blankets will be required. Sufficient storage space and space to place the 
Cots will be necessary. When you are putting a number of children 
together for sleeping, it is urgent that the utmost care be taken that fire 


exits are accessible. 


Eating Space 
Snack or lunch is more conveniently served near the kitchen area. 


Ser Ving carts or trays can be used if food must be carried some distance. 
Lists of required utensils should be attached to the cart to prevent the 
forgetting of needed items. Sanitary and aesthetic aspects must be kept 
1n mind, Small tables and chairs are required for serving lunch. Some 
teachers prefer that all children sit down at the same time for midmorn- 
ng and midafternoon snack. Others serve snacks in a come-and-go 
fashion, as the children sit on the floor or the grass, and fewer chairs 
and tables are needed. 
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Figure 4-5. Older c 


hildren may “read” 
Child Care Center, 


quietly during naptime. (Nazarene 
Lansing, Michigan) 


Figure 4-6. Rest is essential in lo 


near a child will help quiet the c 


ng-day child care groups and a teacher sitting 
Laboratory) 


hild. (University of Illinois Child Development 
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Space for Learning Centers and Storage 

Each learning center should have open storage space available for the 
materials and equipment that the children will use in the center. Closed 
storage space is best for materials and equipment that are seasonal or 
that are brought into the room only occasionally. Thought should be 
given to where the children will use a toy. Toys should be stored close 
to where they will be used. For example, puzzles are best used on tables, 
so the storage should be near the tables. Blocks require open building 
space and should be stored and used in an out-of-the-way area so that 
other children who are merely passing by will not interfere with block 
building. Toys, such as cars, that are used with blocks should be on 
Open shelves near the blocks. 

The housekeeping corner and dress-up clothes suggesting dramatic 
play should have sufficient storage space SO that the children can con- 
Structively select materials for their dramatic games. If possible, the 
teacher should keep all materials available so that the children can read- 
ily get them. When space is limited, the children should know what ma- 
terials are available and feel free to ask for them to supplement any idea 
they may have. If props are stored close by, the teacher too will be able 
to add them quickly to support dramatic play that is developing. 


Figure 4-7, Lunchtime replenishes energy used up during the morning. (Univer- 


sity of Illinois Child Development Laboratory) 


T 
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Planning the Daily Schedule or 
Sequence of Events 


Choosing a schedule is another requirement before the pesos 
school begins. A schedule becomes the structure within w r s 
teacher and the children work. To an outsider it may appear as if the : 
is no structure at all—the children seem to be doing just what they pee 
to do. Yet it is in fact a framework or structure, with flexibility an 
room for individuality. When you have planned a sequence of events, 
the children will soon learn to guide themselves. If you implement the 
plan in a flexible manner, interpreting the needs of individuals in your 


group, the activity will move with ease. There will be a maximum o 
learning, a minimum of teache 
sion. The foll 


e. Finishing the ri 
being held open by the teacher. Mik 


isited with his friends as they too 
found their places and sat down for a snack. 


This short episode occurred wit 
the steps he was to ta e. The routi 


reminded those who forgo 


t, until eventually all the children mastered 
the routine without reminders, 


at will 
ng Opportunities, which will be di 


half-day program typically has three large blocks of time; the 
center, six, See Figures 4-11 and 4-12 


Two. The 
child-care 
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a he 
Daily Schedule 


A.M. P.M. 

9:00- 1:00- Self-selected activity indoors. 

10:00 2:00 

10:00 2:00 Cleanup time (can vary a few minutes either 
way). As the child finishes helping with cleanup, 
he goes to the toilet, if necessary, and washes 
his hands. 

10:15- 2:15- Snack. With older children, sharing time* goes 

10:25 2:25 on at the same time as snack. 

pea 2:25- The children move to a story group or groups. 

0:45 2:45 They sit on the floor. They select a book for 
"reading" as they pass the shelf. They look at 
the book or just talk quietly. The teacher 
finishes the period with some songs, a special 
story, planning, or discussion. 

10:45- 2:45- Outdoor self-selected activity. 

11:30 3:30 

11:30- 3:30- Cleanup time. Preparation to go home. 

11:40 3:40 

11:45 3:45 Dismissal. 


ra "Sharing time—A period when children are called on to share some article or news 
ey have brought from home. Discussed in detail in the chapter on language arts. 


M Ua a a C aM 


Figure 4-11, Sample of a Daily Schedule. 


The major considerations for scheduling activities are (1) goals for 
the group, (2) special needs of the group, (3) time of day the children 
arrive, (4) how long the children stay at school, (5) what happens at 

©me before the child goes to school, and (6) season of the year. 


Time Block I 


A block of about 60 minutes for self-selected activity—either indoors 
the day. As children arrive, they 


Or outdoors—is a good way to start 
re slow starters, nobody 


nd an activity that interests them. If they a 
rushes them to socialize: they are free to choose a puzzle and be alone, 
If they want to socialize, they can approach a friend in the housekeep- 
8 corner or one using the slide. Latecomers need not feel unduly un- 


Comfortable, as they may when a group assembly occurs first. Beginning 


With a self-directed activity period enables teachers to talk to parents 
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Time Block Plan* 


Time Block | Self-selected Activity (Indoors) 


Art Music 
Science Dramatic play 
Table games Small, wheeled objects 


Blocks Language arts 
Books 


Time Block II Teacher-Instigated Activity 


Cleanup 
Toileting, washing hands 
Snack 
Quiet time: 
looking at books 
music 
storytime and discussions 


Self-selected Activity (Outdoors) 


Climbing Riding tricycles 
Swinging Sand play 
Running Science 


Time Block III 


Time Block IV Lunch Period 

Washing hands, toileting 

Resting prior to lunch 

Eating 

Washing hands 

Going home or Preparing for nap 
Time Block V Nap Time 
Dressing for bed 


Toileting 
Sleeping 


Dressing 
Time Block VI Self-selected Activity 
New activities 

Snack 


Outdoor play 


centers. Blocks | and Ill ma 


y be interchanged 
of the children as discussed $ 
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learning experiences the teacher may have planned for the day. There 
should always be provision within each time block for both quiet and 
vigorous activity to take care of the differing needs and interests of the 
children. 


Time Block II 


The second block of time is more teacher-instigated or -directed. It 
includes a period of cleaning up, washing hands, toileting, serving 
snack, singing, and listening to a story. It is a slowing down and relax- 
ing time of day. This period could last from 30 to 45 minutes. There is 
some movement between the various activities. The story and singing 
groups, especially for younger children, contain, at most, four or five 
children rather than the entire group. 

This quiet group time provides for rest without being called that, 
since the words sleep or rest may create strongly negative feelings in 
children. As the teacher considers the needs of the children, a decision 
can be made about how much rest the children require. What time do 
they go to bed? What time do they get up? It is unrealistic to assume 
that a healthy child who has had 12 hours of sleep and barely gets up in 
time to reach nursery school or kindergarten by 9 4.w. will need to rest 
on a cot at 10 or 10:30 a.m. As one child said, “I thought we came here 
to learn stuff. I already know how to sleep!" However, rest routines can 


provide positive learning experiences. 


Time Block III 


The third block of time will be another self-selected activity period. If 
the first one was indoors, then the second one will be outdoors, and vice 
versa. Again there will be a variety of activities so that children can 
choose or be guided into quiet or active play as seems to fit their needs. 
Every school should provide outdoor activities daily. 


Time Block IV 
If the program calls for lunch, another block of time will be used in 
Preparing for and in eating lunch. Many people feel that a quiet time 
he children and helps them eat better. Consid- 


just prior to lunch rests t r id 
erable time is required to move the children from their learning activi- 
and finally to eating. 


ties to toileting, washing, resting, ¢ : ; 

The schedule after lunch is also important, and a definite plan for this 
Next step is crucial. Is it time for the children to go home? Or take a 
Nap? Or go outdoors to play? Or begin their nursery school day? Some 
afternoon groups may begin with lunch as some morning groups may 
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begin with breakfast. Having next steps clearly in mind helps the 
teacher guide children in the routine. Some children will need to wash 
again after lunch and frequently will need to use the toilet. In order that 
all adults are not distracted from attending the children left at the lunch 
tables, it is usually best to have one adult assigned to supervise the 
children after they leave the lunch table. 


Time Block V 


Where naps are given, they usually follow the lunch hour immedi- 
ately. The sleeping area should be prepared while the children are in the 
lunchroom or area. After a busy morning that starts early for many, the 
subdued light, soft music, and comfortable bed should be welcome. Ef- 
forts to keep the voices low, the pace slow, and a positive attitude 
toward the nap period will pay dividends. Because excessively long naps 
may interfere with the home bedtime schedules, 
parents regardin 
dren. 


it is well to confer with 
8 a reasonable length of the nap period for their chil- 


There may be a few children who won't sleep. Some children get ade- 
quate rest at night. Provision can be made to keep nonsleepers from in- 
terfering with the sleeping children. Usually the older children do not 
need sleep. They can rest in an adjacent room while “reading” a book. 
Some children who seem to need sleep but are alert to all movement can 
be encouraged to sleep face down. Sometimes if the teacher gently mas- 
sages the shoulders, the child will relax and go to sleep. Children have 
varying feelings about bedtime and may become lonesome for their 


Parents. At no time should bedtime become a period for harsh discipline 
or punishment. 


Time Block VI 
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dren physically. Tired children will be cranky. Cranky children are not 
pleasant for parents who are tired themselves after a full day’s work. 
For this reason a quiet group for listening to stories and singing songs is 
popular in late afternoon. 


Departure Time 


Before it is going-home time, children’s belongings, art products, and 
so forth should be checked to see that all are ready to be sent home. 
Having everything ready avoids the strain of looking for things that 
cannot be found and paves the way for a smooth and happy departure 


of the children with their parents. 


Transition Times 


Transition points between activities and big blocks of time should be 
planned carefully. The teacher plans just what the children are to do 
and then states the directions clearly. If planning is adequate, the chil- 
dren will move with ease through the routines, will not be running into 
each other, will know what comes next, and will not have to wait. 
is tedious and probably just as uninteresting 
efore it should be avoided. It may help to 
hile another teacher brings up the 


Waiting, to young children, 
as it is for adults, and ther 
have one teacher start an activity W. 


Stragglers or forms a new group. 
Examples of helpful and interesting techniques for grouping and 


moving children during transitions follow. These techniques help chil- 
dren make a game of listening and waiting until their turn comes and 
also avoid the stampeding effect of everyone moving at once. 

Name tags may be color coded and the children can be told, “All 
children wearing red name tags may go to snack.” Another day the 
“The children with black shoes may tiptoe to snack.” 
hat all boys (or all girls) go first. In a mixed 
sk the three-year-olds to go first. Adapting 
f different children in each verse can signal 
For example, to the tune of “The 


teacher may say, 
The teacher might suggest t 
age group the teacher might a 
a song to include the names o 


them when it is their turn to move. ] 
More We Get Together” the teacher and the children can sing: 


The more we get together, 
Together, together, 
The more we get together 


The happier we'll be. 
We're ready for Becky, and Jimmy, 


And Susie, and Milton. 
The more we get together 
The happier we'll be. 
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Providing for Flexibility 


The sample schedule, Figure 4-11, is a flexible guide. Each period of 
time can be adjusted shorter or longer as needs warrant. If children are 
just beginning to use something they have spent all hour building, then 
an additional 10 or 15 minutes will give them a feeling of greater satis- 
faction. Advising the children a few minutes ahead that there will be a 
change in activities enables the children to terminate projects to their 
satisfaction. If presented in a positive manner, cleanup time can be fun 
for the children— especially if the teacher is assisting. It can also be a 
learning experience for children and a big help to the teachers. 


Providing for Weather Changes 


Any plan must be judged against how well it adapts to days of in- 
clement weather. Ideally, the teacher hopes to disturb the routine as 
little as possible on bad days knowing that changes tend to confuse 
young children. On a rainy day the first self-selected activity period can 
be extended about 30 minutes and other routines can occur in sequence 
until after the story period. Then if, instead of the outdoor activity, the 
teacher plans some singing games, tumbling activities, or the like, the 
children will probably move through a rainy day without realizing a dif- 
ference in schedule until the teacher announces the time to go home. 
They may then ask, “Well, aren't we going to play outside?" If a rainy- 
day room or a protected porch or patio is provided, only minor sched- 
ule adjustments need to be made on a rainy day. A walk in the rain with 
boots and umbrellas can provide learning opportunities and can also 
provide the energy release ordinarily gained in outdoor activities. 

The teacher makes the schedule to fit the needs of the particular 
group of children. A plan is required that takes care of all needs. The 
plan must be one in which the teacher has confidence and with which 
he or she feels comfortable working. Morning groups in early fall or 
late spring or summer may be anxious to have outdoor activities when 


they arrive. In that case, the teacher may choose a self-selected outdoor 
activity period as the first large time block. 
In cold seasons or 


wet for outdoor act 


noon group, parents were asked to 
iressed in snowsuits for outd 
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door period, even in very cold weather, indicated that a need was being 
met. 

Children who were not interested in outdoor activity were allowed to 
enter the indoor play area when they chose. This suggests another alter- 
Native a teacher may use. Indoor and outdoor activity may take place at 
the same time when the spaces are adjacent or when there are enough 
adults to supervise activities going on in both places. 

During warm weather it is possible to provide almost the entire pro- 
gram outside if the teacher moves some activities out that are normally 
done indoors. Teachers note that when the weather turns warm the 
children will begin playing outside in their neighborhoods during the 
morning. If the children are playing vigorously in the morning, the af- 
ternoon program should be restful to avoid excessive fatigue. 


Additional Tips for the First Days 
of School. 


Introducing a Few Children Each Day 


When a teacher is starting a new group of children, she or he can as- 
Sure time to give attention to each child’s needs by dividing the group 
and introducing only a few new children each day. Perhaps by the fifth 
Or sixth day all the children can be attending. If such a plan is not 
feasible, a number of assistants or volunteers should be available to 
handle routines while the teacher is kept free to work with children who 
are uneasy about being at school. First days make a lasting impression 
on the child, Every effort should be made to ensure that every child has 


a happy time. 


Beginning with Easily Supervised Activities 


The activities offered the first day or two should be ones that are very 
easily supervised. For example, crayons are likely to be familiar to the 
children and thus require no special help or encouragement for the 
children to use. Getting involved in finger painting will be fine later on. 

hese first days, the teacher may be needed other places on short notice 
and would not want to be delayed while washing off finger paints. 


Name Tags 


The first day of school the teacher should prepare name tags for ev- 
€ryone. Convention badges work fine for adults. For children excellent 
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name tags can be made from two layers of art sponge or felt glued with 
a piece of muslin between and trimmed with scalloping shears. Spon. 
and felt come in pretty colors and might be coordinated into a color 
scheme or a teaching plan. Tags can be about two inches wide and cut 
to fit each name. Names are lettered in manuscript printing with a 
marking pen. The tag is pinned to the front of the child's shirt with a 
large safety pin. Pinning the name tag on the child's back discourages 
children from trying to pin their own, and consequently tags last longer. 
However, if the tags are pinned in front, the children will feel great sat- 
isfaction when they are able to open and close that pin! 


Health Measures 


Health inspection has been omitted so far. This does not mean that 
the child's health is not an important concern. Far from it. Parents 
should be urged to send only healthy children to school. They should be 
advised to look at their child and say, “If Doug were someone else’s 
child, would I want my child exposed to him?” Parents should know 
that if a child becomes ill, they will be called. Parents who are working 
are urged to leave telephone numbers of neighbors or relatives that 
would care for their sick child. Actually, all children’s records should 
carry a second telephone number because parents often run errands 
during a child’s hours in school and might not be available immediately. 

Parents’ cooperation on health matters is probably more effective 
than having an inspection. Persons without training will see very little in 
the throats of young children. Even registered nurses will miss signifi- 
cant symptoms. Children who attend morning schools may not seem ill 
at nine o’clock but may be quite ill by eleven. Teachers must always be 


alert for signs of illness. They should isolate the sick child under proper 
supervision and call the par 


ents. 
In afternoon grou 


toms in the morning, they will be much better off taking a rest at home 
in the afternoon than goi 


s mmunicable disease, the parents of children who, 
according to school 


Parents may then be on the lookout for s 
their children to school on days they migh 
disease, 


When i i 
Nue Vo ips are necessary, the nurse should wear regular street 
© avoid arousing the anxiety that a uniform often creates. 


ymptoms and avoid sending 
t expose the entire group to a 


cl 
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Staff Assignments 


Staff assignments are important every day, but especially on opening 
days. Students or other assistants who have accompanied the teacher on 
the home visits or have helped when the family visited the school will 
know the children. The staff should get together and pool their guesses 
regarding individual children's needs. Staff cooperation is important. 
Team teaching has always been common in nursery schools and is in- 
creasingly common in kindergartens. No one will be able to predict 
with much accuracy how these first days will go. Brief daily discussion 
of goals, children, routines, and procedures will give teachers con- 
fidence in each other as unpredictable situations arise. 

A democratic plan of operation enables all teachers, student teachers, 
Parent assistants, or volunteers to be on an equal plane. The head 
teacher, who in the final analysis is responsible, must assume the lead. 
However, more creative teaching will develop within the staff if adults 
feel that their contributions are significant and that they can follow 
their own creative teaching ideas without unnecessary interference. 
Teachers often vary in their teaching styles. Differences need not con- 
fuse the children if all adults are working toward common goals. 
eds at least one assistant, no matter how small the 
nursery school or kindergarten. If each person is to gain personal satis- 
faction when working with young children, all responsibilities—the 
800d and bad, the hard and easy, the clean and dirty, and the pleasant 
and unpleasant—should be shared fairly. The children are the winners 


When adults work together, the losers when they don’t. 
Just as each child is unique, so is each adult. Each person has 


Strengths and weaknesses. The individual's strength should be capital- 
ized upon and the weak areas overcome. As one assistant said during a 
Planning session, “I’m not as good as Betty Kay in music, but S n a 
try leading the singing.” Another said, “Could I be Sade e for the 

nger painting? I’ve never supervised that before. The slr sei hook 
volunteering to learn. Learning means growing and pir Sagi a better 
teacher. The stage must be set so that each adult can ver ea dum. 
Contribution. Planning and posting of responsibilities help achieve the 


8oals of the center. 


A head teacher ne 


Conclusion 


Setting the stage for the opening of school includes arranging the fa- 
cility, planning the daily schedule, and choosing the learning experi- 
*nces for the children. The teacher takes an inventory of the functions 
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that must be performed and plans the most efficient use of the space 
available. Learning centers are arranged along with storage for the 
needed equipment and supplies. Traffic patterns are a consideration. 
The schedule or sequence of events is the structure within which the 
teacher and children work. All planning is of a tentative nature until the 
teacher becomes acquainted with a particular group of children. Defi- 


nite planning is required as the teacher sets the stage for the children's 
behavior and learning. 
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‘Teachers and 
‘Techniques Used 


E. teacher is unique, 


just as each child is unique. Good teachers develop a teaching style all 
their own, Each teacher's style will be different from all other teaching 


Styles encountered either in training or on the job. 


Developing a Unique Teaching Style 


_ A teaching style is the teacher's manner and method of teaching. The 
individual's personality is an important factor in determining a teaching 
Style. As each teacher develops a program and builds a relationship with 
Children, conscious and unconscious integration of all she or he knows 
and feels occurs, and develops a personal teaching style. The teacher's 
knowledge of him or herself, the children, and their families will affect 
teaching style. One's philosophy of education and political and moral 


Value systems will influence one's personal teaching style. 
Teaching styles may be placed on continuums ranging between demo- 


cratic and authoritarian, organized and haphazard, passive and active, 
9rmal and informal, person-centered and subject-matter-centered. Stu- 
dents in training are often frustrated by the differing teaching styles they 
Observe among demonstration teachers. Universities deliberately assign 
Students to a variety of early childhood groups to give them opportu- 
Nities to see different teachers in action. This practice should assure 
Students that no one teaching style is the “correct way.” For those who 
Still insist on a “tight way,” this practice may bring confusion. Yet if 
demonstration teachers can use differing teaching styles while achieving 
Similar goals for young children, students should reason that they too 

Vill be free to develop their own style of teaching. - 
A demonstration teacher worthy of the position is creative, innova- 
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i d 
icipati ildren. Children are helpe 
i -l. A participatin ds to two chil . Cl s 
eae Tm MC Ur Dd attention as possible. (Michigan State Univ 
Sity Child Care Center) 


student rea 


! Fora helpful reference relating research to actions wi 
lating Findings into Action, by Edith Grotberg and Wi 
e, 1978), 


T 
th children see Research: Trans 
>. Government Printing Offic, 


lla Choper (Washington, D.C.: 
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Using Methods Appropriate for 
Young Children 


Methods of teaching include lecturing, recitation, discussion, labora- 
tory experiments, demonstrations, field trips, and audiovisual aids. 
Every teacher uses each of these methods within a personal teaching 
style. However, because of the way the young child learns, certain 
methods are more appropriate than others. For example, the teacher 
rarely lectures to young children. One quickly discovers that lecturing is 
ineffective. Methods that allow one-to-one contacts with the child are 
far more in keeping with the needs and interests of young children. 

Identification is a process of silent teaching discussed by Hymes. The 
child feels with the teacher, likes her, and wants to be like her. The 
teacher is the heroine. Through this intimate relationship teachers have 
à potent educative force. Identification works only when relationships 
are close, warm, and friendly.? 

The student is challenged to observe experienced teachers using 
various teaching methods with young children. Students should ques- 
tion the use of each method and continue to question as they establish 
their own groups and incorporate teaching methods into a unique 


teaching style. 


Qualities of a Good Teacher of 
Young Children 


A significant combination to society is made by a good teacher. The 
Contribution cannot be measured, but it will affect the present genera- 
tion and, indirectly, the generations to come. The good teacher likes 
children and is dedicated to instilling in children a desire to learn and to 
become independent learners. Children are encouraged to express them- 
Selves. Their curiosity is aroused, and the teacher gives them under- 
Standing, affection, and support when needed; yet they are encouraged 
to grow up. . 

The good teacher has self confidence and is ready to cope with re- 
SPonsibility. She or he believes that the job is important and that teach- 
1ng will make a significant contribution to the lives of the children. The 
800d teacher feels accepted and liked by children, parents, and col- 
leagues, A good teacher is a happy individual on and off the job. 


3! antes Hymes, Jr., Teaching the Child Under Six (Columbus, Ohio: Merrill, 1974), 
PP.107-109, e 


Figure 5-2. Doing two 
things at once is common for 
teachers. (Parent-Child De- 
velopment Center, Houston, 
Texas) 


Though serious at times, she or he enjoys life, can laugh and be happy, 
and can encourage others’ sense of humor and laughter. The teacher 
finds some fulfillment outside of work with children and thus avoids the 
crippling effect that results when teachers gratify all needs through 
work. 

The teacher has confidence in people, believing that both children and 
Parents are basically good. Recognizing that behavior has meaning, the 
teacher seeks to discover the meaning. The teacher believes that children 
can learn and that through the efforts of all they will learn. She or he Js 
deeply committed to seeking a new and deeper understanding of indi- 
viduals and families in every walk of life. The good teacher can em- 
pathize or feel with the parents and children. 

An effective teacher can adapt information to the young child's level. 
The university curriculum can become the curriculum of the nursery 
school and kindergarten. For example, a university freshman wrote to 
her little brother, *I am taking botany. We put a plant in dye to watch 
the vascular tissue carrying it up through the leaves. You did that in 
kindergarten with celery, remember?” 

The teacher's scholarship should go beyond what she or he expects to 


teach. An obvious enthusiasm for understanding the political, social, 
scientific, and aesthetic world will infect the young learner. Beauty has 
Priority in the classroom—in 


arrangements and relationships. The 
84 
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teacher not only understands the implications of educating a child in a 
democracy as opposed to education in an authoritarian society but also 
the applications of scientific method in social as well as physical science. 

The teacher is well informed about human growth and development, 
knowing what to expect and how to plan for and assist growth and 


Maturation. 
The teacher of young children works constantly to improve her or his 


ability to guide children’s learning. Parents are helped to learn to con- 
tribute effectively to their child’s education. The teacher makes a serious 
effort to discover effective methods of working with children and 
Parents individually and in groups. . 

À good teacher strives to mold all skills and knowledge into a teach- 
ing style that is comfortable and unique. With each new experience the 
Student who is preparing to teach moves a step forward in developing a 


Personal teaching style. 


Guidance and How the Teacher 
Can Use It 


Many students can accept the philosop 
pt the p. [ , 
tered program for nursery schools and kindergartens. They can also ac 


cept the rationale for an individualized, epi n qu 
Ment for the young child. Students are often baffled, however, 


confronted with the problem of operating a classroom and relating to 
Shildren within such a framework. 


hy of a democratic, child-cen- 


Ost students remember their elementary and erp? pace 
ey may even recall their first grade, when they “4 dk cate 
Morning news followed by reading circles or seatwork, th a 
of recess followed by science. Teachers who try to organize yaaga i 
€ same thi time is virtua ) -Ac : 
tween the e d the children. When silence is a Me oss ain 
'S in some classes, the only way silence can be maintaine g 


"Icon, punis nd threats. v 
rder can pupa sci within the framework zm pad mrs. 

self-directed learning environment. The teacher shou piani p re 

newvities of individuals and ee pedem Lem fn mo 
ess ildren wi ó 

tect id ote oe and the learning qur c ah onn 

«t The teacher should exercise the obligation ei is is no place in 

30 that the group can learn together harmonious y. 


“atly childhood education for à total inseri — 
€mocratic living can begin with very young c : 


ebur 


Een ^or PIPED 


Figure 5-3. A pleasant chuckle is shared for a moment between the child and 
her teacher. (Michigan State University Child Care Center) 


and respond to rules that keep the group functioning on an even keel: 
They cannot be expected to learn all the rules overnight. Transgression 


: B : r 
are often due to forgetting or misunderstanding and normally occu 
with only a few children at a time. 


What Is Guidance? 


The term guidance is used here to mean a 
uence the behavior of the child. The tea 


young children through carefully conceived teaching techniques and the 
Special personal 


relationship being developed with the class. A self- 
guided or self-dis 


ciplined child is the teacher's goal. The teacher wants 
children to assume as much responsibili 


nything the adult does to in- 
cher manages the group of 


ump over a bonfire 
The teacher know 
ach child must lea 


didn't tell me not to!” 
Present to say “No.” p. 
86 


and keep saying “My mother 
s parents will not always be 
rn to make decisions that af- 
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fect personal safety—perhaps life. One of the goals for the young child 
is to develop self-control. 

Guidance can be either indirect or direct. Indirect guidance includes 
all the teacher's behind-the-scenes work that sets the stage for the be- 
havior the teacher expects. Through direct guidance the teacher deals 
directly with the child. 


Indirect Guidance 


The teacher guides the child indirectly through the arrangement of 
learning centers in the room and the yard, through daily schedule, and 
through work with parents. The type of equipment selected and the 
richness of the curriculum of learning experiences provided indirectly 
affect the ease with which children do what is expected. James Hymes, 
Jr., says in his book Bebavior and Misbebavior: "Bored children will be 
bad." 3 Keeping that in mind, the teacher will provide plenty of learning 


? James Hymes, Jr., Behavior and Misbehavior (Englewood Cliffs, N.J.: Prentice-Hall, 
1955), p. 57. 


Figure 5-4, Holding the swing steady helps the child get on the swing indepen- 
dently, (University of South Carolina Children’s Center) 
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experiences that are neither too hard nor too easy. The youngsters will 
be so actively involved in learning that they will have little time for 
misbehavior. Detailed procedures for enriching the curriculum follow in 
Part Two. 

As an example of indirect guidance, the teacher alters the physical en- 
vironment and thereby influences the behavior of the child. To illus- 
trate: The teacher sees a large group of children having a lively game on 
top of a large packing box. The teacher is foresighted, knowing from 
experience that this type of setting often creates difficulty. Falling or 
pushing may occur. The teacher quietly moves another packing box 
near and, using a walking plank, makes a bridge between the boxes. 
The children move to include the second box. The game takes on new 
dimensions with the additional space. Through quietly changing the 
physical environment, the teacher averts a possible conflict or danger. 

As another example, the teacher may note that a number of children 
are waiting for a turn to swing. Knowing how hard it is for them to 
wait, the teacher thinks of an activity that might attract the swingers, or 


Figure 5-5. Notice the 
teacher at children's eye level 
as is most effective when lis- 
tening to or guiding young 
children. (University of Il- 
linois Child Development 
Center) 
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at least give the waiters an interesting activity while they wait. One 
teacher lines up a few tricycles and gets out the traffic signs. In a 
moment there is a line of traffic and a police officer directing it. As 
anticipated, the swingers leave their swings, and no longer is there a 
line at the swing set. The teacher has not only extended the play of 
the children but has averted what might have become a difficult prob- 
lem of sharing the swings. 

The teacher can use indirect guidance by taking care of the children’s 
needs for stretching, shifting position, or getting attention during activ- 
ity in a group. For example, during group time the teacher notes that 
the children are being distracted by a child who is kicking a neighbor's 
foot. Rather than call further attention to the fidgeting child, a decision 
is made to teach a new singing game that requires everyone to stand up. 
The teacher regains the attention of all the children and the group time 
Proceeds smoothly. . 

Indirect guidance is a very effective tool for the teacher to use in man- 
aging a group of children. If it is used well, many observers will remark 
that “the children seem to be doing just what they want to do. The 
teacher can smile, knowing that the stage was set for the behavior being 
Observed. Success is greater than if one were to spend hours lecturing 


the children on how to behave. 


Direct Guidance 


all of the physical, verbal, and affective 


Dir i ; 
ser ge colas he child's behavior. It includes 


Means the teacher uses to influence th i 
Speaking, teaching, demonstrating, helping, leading, loving, approving, 
disapproving, compelling, restraining, punishing, and even + ae 

* good teacher uses the positive methods in this list far more t 7 ee 
Negative. The positive methods contribute more to the goal of the 
child’s becoming self-directed. Frequent use of compelling, restraining, 
Or punishing should serve as a warning that the teacher's iE a 
Caves Something to be desired. There is virtually no Lm s ees ing 
9r physical or mental punishment. Punishment produces eelings t E 
May not be conducive to learning, creates negative attitudes towar 
School and teachers, and does little to help the child develop self-direc- 
tion, 


Verbal Guidance | 
erbal guidance is a form of dir 
queer gets the child's attention and spe 
Y understood. The teacher stoops or sits 
child. If the words aren't tully understoo 
Meaning from facial expressions and gestures. 


ect guidance. In guiding a child, the 
d speaks to him or her in words eas- 
at the child’s level facing the 
d, the child can interpret the 
The teacher speaks 


Figure 5-6. Affectionate moments between a child and her teacher are highly 
desirable. (Haslett, Michigan Child Care Center) 


quietly to individual children, seldom to the whole group. Verbal state- 
ments may be accompanied by action such as leading, helping, or dem- 
onstrating—whichever seems to be required for fuller understanding. 
Experience shows that shouting across the room or yard seldom brings 
forth the desired behavior, and directions given on a to-whom-it-may- 


concern basis are seldom heeded. Some verbal techniques the teacher 
will find helpful follow. 


USING voice EFFECTIVELY. The teacher's tone of voice as well as what 
is said will guide the children’s response. They will know by the 
firmness in the voice and their previous experience with his or her guid- 
ance that they are expected to comply. For example, children generally 
respond willingly to the teacher calling, “Time to go inside," while 
standing at the door waiting for them to come. They learn the first day 


ee ee 


Figure 5-7. Teaching the young child to become independent in swinging. A- 


An inclined plank placed under a swing sets the stage. Holding the swing chains 
tightly, the child walks backwa 


rd up the plank, sits down and magically swings 
forward. B. “Touch my fingers," challenges the adult, using verbal guidance to 
encourage the child to raise his feet and point his toes, both motions essential to 
Swinging alone. C. “You did it!” praises the adult while bending low in front o 
the child so smiles and €yes can help communication. (Michigan State Univer- 
sity Laboratory Preschool) 
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that if they linger, the teacher reinforces the statement by taking gom 
hands and leading them in doors. Through reinforcing the direction, the 
teacher teaches them to do as asked. Contrast this. technique with a 
parent who makes a similar announcement to the child—that it is time 
to leave at once—then lingers, visiting with friends and neighbors. Is it 
understandable why the child doesn’t come when called? 


SPEAKING SLOWLY AND CALMLY. The teacher generally speaks in a slow, 
calm, quiet manner with eyes on the listener. On rare occasions she or 
he might speak with obvious alarm if the situation warrants it and calls 
for quick compliance; for example, if a serious danger arises. The latter 
technique will be used sparingly so that the children will not get accus- 


tomed to the technique and fail to respond when there is real reason for 
quick action. 


UsING FEW DIRECTIONS. The teacher gives a minimum number of di- 


rections. However, those directions which are given are reinforced if 
necessary, and the teacher sees to it that the directions are carried out. 
Reinforcing or following through simply means that the teacher leads 
the child to do what is asked. The number of direct commands is li- 
mited and appropriate for the children, However, split- 
are not expected. Children are given some leeway in th 
carry out a direction. For instance, the teacher, 
to children to go indoors, will first r 
in soon. This practice helps childre 
have started. When given a little ti 
dren are less likely to feel the teach 

The teacher should avoid giving 
teachers forget children's short atten 


unrelated directions which may be confusing to young children. If direc- 


tions are given one at a time, children are more likely to remember the 
requests until the tasks are accomplished. 


second responses 
e time allowed to 
before giving direction 
emind them that they will be going 
n bring to a close any activity they 
me to terminate their activity, chil- 
er's decision is unfair. 

several directions at a time. Often 
tion spans and give a long series of 


Giving CLEAR SHORT DI 


: RECTIONS. The teacher remembers to be clear 
in giving directions. Re 


asons are given for requests. Direct positive 
statements are best. They tell the child what to do instead of only what 
not to do. A "don't? command leaves a child uncertain as to how to 
Proceed. The first pa 


Tt of the statement should contain the action 
clause. Reasons are then added. For exa 


Coe pou The teacher guides children by helping them make 
choices. She or he wants them to have experience in making up their 
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own minds, and deciding things for themselves. The teacher may offer a 
child a choice between playing indoors or out, between listening to a 
story now or later, between painting or not painting. When giving a 
choice, one should leave the choice up to the child. It is easy to use the 
phrase, “Would you like . . . ,” when one really intends the child to 
do something specific. A teacher uses this phrase only when willing 
to accept the choice the child makes. The teacher can narrow down 
choices in order to give the child experience in decision making. Instead 
of asking a new child, “What would you like to play?” one might say, 
“You could paint or play with blocks. Which would you like?” 


REDIRECTING EFFECTIVELY. Detouring or redirecting children from un- 
safe or unsociable behavior requires imagination. When children are 
doing something unacceptable, the teacher’s task is to think of an activ- 
ity that requires behavior of about the same type that is acceptable. For 
example, if the children holding their fire hoses are climbing on a stor- 
age shed that is too steep for safety, the suggestion to move to the 
Packing boxes for their house-on-fire will be acceptable to them. 

There are many examples of detouring or redirecting children’s be- 
havior. One day three children were piling up locust beans that had 
fallen from the trees. Two children began pelting the third with the 
beans, The teacher knew this type of play would not be fun for the third 
child for long and suggested, “Let’s see if we can throw the beans over 
this packing box.” They responded to the suggestion, and a probable 
crisis was averted. Distraction works well with toddlers but is less effec- 
tive as the child matures. The teacher simply redirects the child’s atten- 


tion to a new object or situation. 


Using wonps ro Motivate. Motivating the child is a common use of 
Verbal guidance. Self-motivation is by far the most desirable type of 
Motivator, The children should develop plenty of self-confidence. They 
Deed to feel competent and important. If the learning environment is set 
Up so that natural curiosity is aroused, then little has to be said to 
motivate children. As they see others involved in an activity, they usu- 
ally want to observe and to try it. eom 


Care should be taken to keep competi 
tivating by asking who is best, fastest, or tallest. A better method is to 
d’s own record. For example, “You are 


Motivate according to the chil 
SWinging higher Pon you did yesterday." It should be remembered that 
Children who are highly competitive are seldom friends. Failing in com- 


Petition contributes to a lack of self-confidence. 
Embann th: child is also a poor motivating technique. Calling a 


i » i i difficulty such 
Child a “baby” or “naughty” or drawing attention to a ty as 
Wet pants Gag way contributes to the happy self-confidence for which 


teachers strive. 
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Physical Guidance 

Physical guidance is the second form of direct guidance. When the 
teacher uses such techniques as helping, demonstrating, leading, re- 
straining, removing, ignoring, and punishing, this is physical guidance. 

Demonstrating is effective with young learners because their language 
development may be too inadequate for them to learn only through 
words. Nearly anyone learning a new skill is helped by watching a dem- 
onstration. It is even more helpful if the person demonstrating goes 
slowly enough so that the learner can concurrently copy the motions. 
An example follows: The four-year-olds were having difficulty opening 
the door to the nursery school. Telling them to hold down the thumb 
lever, then push, was ineffective. However, when the teacher took time 
to show each child how and supervised the practice for a few minutes, 
many were able to accomplish the task. 

The teachers of younger children frequently have to give a supporting 
hand to encourage them and help them feel safe while trying a new ac- 
tivity. For example, some children were climbing the newly cut log left 
in their yard. The most skillful children climbed up quickly, walked 
along the trunk, and jumped off the end. Though more cautious and 
hesitant, the less agile children still wanted to try. The teacher offered a 
steadying hand until they had practiced enough to increase their con- 
fidence. 

The teacher faces many decisions about whether to help children. The 
goal is for children to grow in independence. Persistence or sticking to a 
task is also valued. Children vary as to how much frustration they can 
tolerate. Some children react to frustration by giving up or getting 
angry. The teacher must decide when and how much to help. Some- 
times one helps the child Bet beyond an obstacle so that he or she can 
complete the task. For example, Jamie had unzipped his boots. He was 
struggling to get them off. The teacher watched his effort, reached over, 


and showed him how to slip the boot an inch or two beyond the heel. 


Jamie was elated as the boot yielded to his final tug. Soon he could do 
the task alone. 


Tm may have to restrain children to prevent their hurting others 
OE ig teat Property. The teacher must protect the entire group. It is 
much better to stop a child than to allow one to harm others. Efforts 


should then be made to help the a i i i 
Often such activitie; ie peP the aggressive child reduce angry feelings. 


l à mmering nails, pounding clay, or punching 
a rS will help. When restraint is needed frequently with the 
child, the teacher must ask, “What does this behavior mean to the 
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the children’s level the adult can listen and learn 
hat concepts they already have about the model 
evelopment Laboratory) 


Figure 5-8. By getting down to 
rom them—perhaps learning w 
animals. (San Antonio College Child D 


the teacher may choose to remove him 


cannot cope with a situation, 
and then talk, read, or sing with 


completely, lead him to a quiet nook, 
im for a while. Or, it is possible to look for the play dough or some 


favorite toy. By involving Carlos in a way that will relax him, the 
teacher averts problems. If a firm, loving, nonpunishing attitude is 
Maintained, the child will welcome the respite and may even seek help 
another time when he feels his control slipping. 


Affective Guidance 
Affective guidance is the 
Course, refers to feelings. 


third form of direct guidance. Affective, of 
Affective guidance may simply be a smile 
across the room. Words may accompany the recognition on the 
teacher’s part that the child feels satisfied, such as, “You feel really 
800d about your building, don't you, Jake?” Sadness or negative feel- 
ings may also be recognized by saying, "You feel upset when Penny 
Brabs your mittens, don't you, Sue?" Statements can be somewhat ten- 
tative, leaving children opportunity to tell you that you've misunder- 
Stood their feeling. 


Approval and disapproval or positive and negative feedback are 


forms of direct guidance. Verbally labeling behavior helps the child 
arn. In the following example, John knows the teacher will approve if 
€ repeats the behavior. “John, | like the way you shared the cars with 
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Mark,” said the teacher. “When you let Mark use your car, you are 
sharing.” Sharing is one of those vague attributes that most adults wish 
for in children and one that is very difficult to explain to the child. Shar- 
ing should be labeled so that children can begin to recognize it and 
know what the teacher means when saying, “We are learning to share 
our toys.” : 

The use of praise should be sincere and given for merit—even if 
small. When a child makes a number of paintings, the teacher need not 
praise them all. One can say, *You have been working hard. Which 
painting do you think is the prettiest?" Insincere praise will be suspect 
even to children. Children should not need praise for all good behavior. 
That is, in the long run, they should find satisfaction in their behavior 
and not just the praise received for doing the appropriate act. 

Praise and approval should come to children for jobs well done. Like- 
wise, disapproval should focus on the child's act, not the child. “We 
don't like spitting, Brad. When we need to spit, we spit in the toilet." In 
this example no accusation is made that Brad is *bad" when he spits. 

A silent smile across the room or a pat on the head conveys approval. 
Privately bestowed verbal praise avoids confusing the other children 
and discourages competition. For example, Peter heard the teacher ex- 
claiming over David's art project. Peter looked at the praised art prod- 
uct and immediately rearranged his own project to fit the praised 
model. Peter's self-confidence and creativity were unwittingly under- 
mined by the praise for David's picture. No amount of persuasion 
would convince Peter that the teacher also liked the way he had first 
made his picture. 

Ignoring some behavior is appropriate, depending on the individual 
and his or her age. James Hymes, Jr., advises teachers not to make an 
issue over every little fall from grace and says it is often helpful to be 
half deaf and nearsighted.? Surely the teacher cannot make a supreme 
Court case out of every transgression. And transgressions may actually 
be progress for certain children. For example, Mary never did anything 
"wrong" and never said “No” to anyone. She was painfully shy and 
always proper. The teacher's rule was that children stay out of certain 
pieces of the housekeeping equipment. However, one day when Mary 
was seen in the dollhouse kitchen climbing up through the opening left 
for the dishpan “sink,” the teacher turned her back and allowed Mary 
to go ahead without the customary disapproval. 

The teacher’s interaction with a young child should help keep com- 
munication open and help the child feel better about him or herself. 


fe Sat oud be aware that because children are immature and inex- 
[S im they do Not see a situation in the same way that teachers do. 
etore we judge a situati 


on or react strongly or drastically we should 
* Ibid., p. 29, 
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try to get the child’s view. Thomas Gordon, in his book T.E.T.: Teacher 
Effectiveness Training,’ gives teachers a framework for practicing in- 
teractional skills with their students that are positive and growth pro- 
ducing. He calls it a *No-Lose Method.” Based on humanistic psychol- 
ogy, Thomas’ method allows both children and adults to feel good 
about the methods used. 


Conclusion 


The distinct manner and method of teaching make up the teacher's 
teaching style. The good teacher develops a unique teaching style as 
guidance is used to influence the behavior of the children. Guidance can 
be thought of as either indirect or direct. Children are guided indirectly 
as the teacher arranges the learning centers, plans the daily schedule, 
and works with parents. Verbal, physical, and affective guidance make 


up direct guidance techniques. 


5 Thomas Gordon, T.E.T. Teacher Effectiveness Training (New York: Peter H. 
Wyden Publisher, 1974). 


ng success in 
Michigan 


Figure 5-9, More and more men are becoming interested and findi 
early childhood education. At times children need a male model. ( 
State University Child Care Center) 
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The teacher relaxes and enjoys the children. Yet he or she is ready to 
use any of the guidance techniques described above while Ame. 
the group. At times a teacher may appear to have eyes in the bac o 
the head, perhaps giving attention to a single child, and yet responding 
readily to a difficulty in the far corner of the room or yard. In ate 
ways the teacher is like the cowboys of the Old West who rode with the 
herd. According to the historian J. Frank Dobie, they “knew how to 
linger; they had ‘ample time’; but their repose was the repose of strength, 
capable of steel-spring action and not that of constitutional lethargy. à; 

After teaching nursery school or kindergarten, you may feel certain 
that Frank Dobie was describing you. Nursery school and kindergarten 
teaching requires almost instantaneous response to situations. The re- 
sponse that contributes to goals for educating children so that they can 


reach their highest potential demands insight, knowledge, and empathy 
from teachers. 
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The Curriculum 
of the Nursery 
School and 
Kindergarten 


Learning 
Activities 
in the Outdoors 


b... eyes light up 


when mother reaches for outdoor clothing and says, Let's go bye-bye.” 
Nursery school and kindergarten children run for their coats when their 
teacher says, “Time to go outside.” Older children’s eyes sparkle and 
books get shoved into desks when the recess bells ring. Even some 
elders are happy when friends invite them to go jogging. 


igorous outdoor activity appeals to the young and to many oldsters 

as well. Exercise is essential for good health, according to authorities. 
Attitudes toward exercise are formed in the early years and compe- 
tences are developing which will remain with individuals throughout 
their lifetimes. 
Each day nursery school and kindergarten teachers plan outdoor ac- 
tivities for children. Students are called upon to observe and to help. 
he first chapter of this section on curriculum is devoted to children’s 
learning activities that take place out of doors. Students who appreciate 
these activities will be able to make meaningful contributions when they 


are outdoors with children during the term. 


Motor Skill Development* 


Motor skills are required to control the body. When skills for moving 
the body such as running, jumping, or climbing are discussed they are 
Called large motor or gross muscular skills. When skills such as writing, 
tying, or using scissors are discussed they are called small motor or fine 


‘ern Seefeldt and John Haubenstricker of Michigan 
h results, descriptions of sequential stages of 
d for consultations on the content of this 


S | The author is indebted to Drs. V 
ies University for permission to use researc 
P Otor skill development, and photographs, an 
*ction of this chapter. 
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Figure 6-1. A three-year-old child 
catching a ball with a Stage 3 pattern. 
Catching a ball at the third develop 
mental level (Stage 3) involves placing 
the arms in front of the body in prep 
aration to receive the ball. The acer 
begin moving toward the body aco 
the ball is still airborne. The first poin 
of contact occurs when the ball muse 
the chest. At that instant the armen 
hands encircle the ball and secure it by 
pressing it next to the body. 


muscular skills. 
motor developme 
differences occur 

Motor skill de 
tivity that comes 


According to developmental studies the pattern of 


i > EE s * "un al 
nt is predictable in its broader aspects with individu 
ring in the timetable.2 
velopment is usuall 


y the first value of outdoor play ac- 
to mind. Large m 


otor skills are critical to the individ- 


? Mollie S. Sma 


Tt, and Russell C. Smart, Children; Development and Relationships- 
(New York: Macmillan Publishing Co., Inc., 1977), Pp. 633—634, 
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Figure 6-2. Punting a ball, using à 
Stage 3 pattern. Punting is the act of 
striking a ball with the foot before the 
ball, projected by the punter, has a 
chance to descend to the surface. The 
Stage 3 punt shows the performer in a 
stationary position prior to releasing 
the ball in a forward, downward mo- 
tion. The striking foot moves forward 
as the ball moves toward the surface. 
Ideally the ball should be contacted by 
the foot at a level between the ankle 
and the knee of the supporting leg. 
Note that as the right foot moves for- 
Ward the left arm moves ahead and 
the right arm moves backward, in an 
attempt to maintain an upright pos- 
ture and yet achieve maximum rota- 
tion of the force-producing body 
Parts, 


ual’s development and to the enjoyment of life. The ec me ae ms 
Children can be expected to live make it even more vu that their 
Physical bodies and motor skills be developed adequately. 

In the typical indoor classroom, vigorous vp i qut ed 
and children may not be allowed to run, jump, cim : or "n . Al- 
though such restrictions might be expected pee often t ese large 
motor skills are also being curtailed outdoors. Teac o may excuse this 
lack of large motor skill practice by indicating that they are afraid for 
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Figure 6-3. Kicking a ball with a Stage 
stationary ball with the foot. Kicking is | 
because the former eliminates the need t 
the performance. The body remains stat 
performer generally steps backward aft 
lost momentarily during the contact ph 
sition of movement in the arms and fe 


2 pattern. Kicking involves striking a 
earned with less difficulty than punting 
o relate to an approaching object during 
ionary during the contact phase, but the 
er the kick to regain the balance that was 
ase. Note that there is cross-body oppo- 
et after the ball is contacted. 


€ is little or no equipment, or that they 
s. However, children need teachers who 
em to practite needed large motor skills. 
ity Drs. Vern Seefeldt and John Hauben- 
a longitudinal research program designed 
physical growth, motor maturity, and 


Stages," 3 


In addition to this research, Seefeldt and his co-workers have orga- 
nized remedial groups for children referred to them for the assessment 
of physical motor skills. Seefeldt Says, “The childr 
i oorly established prel 


unlikely to become highly skilled. 


Vern Seefeldt, “The Role of "M 3 g s 
Disabilities” Gir E ` eg d Skills in the Lives of Children with Learning 
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vide additional sessions with a one-to-one teacher-pupil ratio.” 4 As a 
result of their work these researchers have grown increasingly con- 
vinced that parents and nursery school and kindergarten teachers must 
engage children in practicing these skills. 

The Seefeldt team has been able to analyze the sequential stages chil- 
dren go through in learning many of the fundamental motor skills. They 


have grouped the skills as follows: 


Locomotor skills—moving from place to place. 


walk jump hop stop fall 
run gallop skip start dodge 
leap slide roll 

Nonlocomotor skills—moving body parts, with child stationary. 
swing stretch turn lift 
sway curl bend pull 
tock twist push 

Projection and reception skills—propelling and catching objects. 
catch punt dribble trap 
throw strike kick bounce 


If you have compared the way a baby and an older sibling throw a 
ball, you know there are differences in the manner of handling the ball 
and of managing the body during the throw. Through the use of movies 
Seefeldt’s team has been able to describe in detail the developmental 
Sequence of many of these skills. Seefeldt believes that knowing these 
Stages of development will assist parents and teachers in providing ap- 
Propriate experiences for individual children. The child should be 
helped to the next stage in the hierarchy rather than encouraged or 
Pressed to skip a stage or two, as, for example, when a child whose fa- 
ther wants him to become a baseball great is encouraged to throw and 
catch in advanced stages before his body has mastered the fundamental 


Stages. 
Skills are not specifically related 
9f a combination of maturation an 


must remember that grouping children. by cirono SE : 
Or sex will still leave a wide variation in the sequential stages of motor 


skill development. Alert adults can make a contribution to the experi- 
ences children are offered for large motor skill practice. Adults can 
Sequence tasks for each child that will help assure success and minimize 


the pen Tum l 

me a els have identified, described, and made 
available the following developmental sequences for catching, kicking, 
throwing, and the standing long jump. They have analyzed additional 
Skills which will be available in their forthcoming publications. 


to chronological age but are a result 
d experience. Teachers and parents 
l age, body size, 


* Ibid. 
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DEVELOPMENTAL SEQUENCE OF CATCHING 


Stage 1 The arms of the performer are directly in front of the body, with 
the elbows extended and the palms facing upward or inward. As 
the ball contacts the hands or arms the elbows flex and the arms 
and hands attempt to secure the ball by holding it against the 


: chest. 

Stage 2. The child prepares to receive the object with the arms in front of 
the body, the elbows extended or slightly flexed. Upon presenta- 
tion of the ball the arms begin an encircling motion that ends 
when the ball is secured against the chest. The arm action in 


Stage 2 begins before the ball contacts the body. 

The child prepares to receive the ball with arms that are slightly 
flexed and extended forward at the shoulder. 

Substage 1 The child uses the chest as the first point of contact 
with the ball and attempts to secure the ball by 
holding it to the chest with the hands and arms. 
The child attempts to catch the ball with the hands. 
Failure to hold it securely results in an attempt to 
the ball to the chest, where it is controlled by 


Stage 3 


Substage 2 


guide 

. the hands and arms. 

Stage 4 The child prepares to receive the ball by flexing the elbows and 
presenting the arms toward the approaching ball. Skillful per- 
formers may keep the elbows at the sides and flex the arms si- 
multaneously as they bring them forward to meet the ball. The 
ball is caught with the hands and does not contact any other 


body part. 
Stage 5. The upper body movement is i 


dentical to that of Stage 4. In ad- 
dition, the child is required to change the stationary base in 


order to receive the ball. Stage 5 is apparently difficult for many 
are required to move in relation to an ap- 


children when they 
proaching ball. 


DEVELOPMENTAL SEQUENCE OF KICKING 


Stage 1 The body is stationary as the striking foot is flexed in prepara- 
tion for the kick. Knee flexion is limited, resulting in a pushing 
rather than a striking motion. There is little follow-through of 
the contact foot, and frequently it is withdrawn from the ball 
after contact. 

The body is stationary just prior to the kicking motion, al- 
though some performers may run or walk to the ball prior to as- 
suming the preparatory kicking position. Opposition of the 
upper and lower extremities is present during the kicking mo- 
tion; that is, as the right (kicking) foot moves forward, the left 
arm also moves forward. The body pivots on the supporting leg, 


Stage 2 


J 
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but the force of the kick usually is not sufficient to move the 
body forward after the ball is struck. " 

Stage 3 In the preparatory phase the performer approaches the ball z 
walking or running toward it. The striking foot remains near the 
surface in its approach, indicating a reduction in knee flexion in 
contrast to Stage 2. The force of the striking foot is less than 
maximum, reflected by the upright posture of the trunk and a 
poststriking position in which the body remains near the point 
at which the ball was contacted. . 

Stage 4 The performer approaches the ball by walking rapidly toward it. 
Just prior to striking the ball he brings the support foot into 
Position near the ball by a leap. The trunk leans backward as 
the kicking foot moves forward. The performer reduces the 
force of the kicking foot, after it contacts the ball, by stepping in 
the direction of the kick or hopping on the supporting foot. 


DEVELOPMENTAL SEQUENCE OF THROWING 


Stage 1 The motion is essential] 
direction. The feet rem 
The force of moveme 
shoulder forward, and 
Stage 2 The feet generally rem 


y in a back-to-front or posterior-anterior 

ain fixed with little or no trunk rotation. 

nt comes from hip flexion, moving the 
extending the elbow. 

ain stationary with a wide base of sup- 

port, but a step with the right or the left foot in the direction of 
the throw may be taken. The force is directed more toward a di- 
rection parallel to the floor, with the hips and trunk moving as 
one unit. 

Stage 3 The primary change from Stage 2 is that the movement of the 
foot on the same side as the throwing arm strides in the direc- 
tion of the throw. The trunk rotation may be decreased in rela- 
tion to Stage 2, but the hip flexion is increased. 

Stage 4 The movement of Stage 4 shows Opposition of movement in that 
the foot opposite the throwing arm strides forward in the 
“wind-up” phase, thus allowing a greater range of motion. The 
time over which the forces can act and the number of body parts 
involved in producing force are increased, so that the throwing 


motion of Stage 4 involves greater velocity and distance than in 
any of the other stages. 


DEVELOPMENTAL SEQUENCE OF THE 
STANDING LONG JUMP 


Stage 1 The child bends the knees 
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arms again move backward in an attempt to keep the body 
upright and in a safe landing position. The angle of the jump is 
more vertical than horizontal. 

Stage 2. The movement of the arms and legs in preparation for the jump 
is similar to Stage 1 behavior. However, after the takeoff the 
arms move to the side of the body with the elbows bent and the 
hands at shoulder height. The angle of the jump is slightly lower 
than in Stage 1. 

Stage 3 The arms swing backward and then move forward vigorously 
during the preparatory phase. Upon takeoff the arms extend and 
move forward to approximately the height of the head. The 
arms remain in this position during the first half of the jump and 
then move down and backward in preparation for landing. The 
knee extension at the takeoff is nearly complete, but the angle of 
the jump still exceeds 45 degrees. 

The arms extend vigorously forward and upward upon takeoff, 

reaching full extension above the head at “lift-off.” The hips 

es are extended fully, with the takeoff angle at 45 de- 
for landing the arms are brought 
thrust forward until the thighs are 
center of gravity is far behind the 
but at the moment of contact the 
ard in order to 


Stage 4 


and kne 
grees or less. In preparation 
downward and the legs are 
parallel to the surface. The 
base of support upon landing, 
knees are flexed and the arms are thrust forw: 


keep the body from falling backward. 


Other Values of Outdoor Activity 


Mental, Social, and Emotional Development 


g contributions to young chil- 


Outdoor activity makes outstandin 
evelopment are interrelated with 


dren’s lives, The goals for motor skill d 
Boals for mental, social, and emotional development. 
The reason outdoor activity is so popular with every age is that it 
onestly meets the needs of the individuals. Why do elementary children 
answer, “Recess,” when asked, *What do you like best at school?" 
Recess is popular because it is freer of adult interferences—interferences 
that must at times be frustrating and stifling to children. A time for out- 
Oor activity provides a release from tensions that build up from pro- 
longed sitting, thinking, creating, being quiet, and trying to be “good.” 
The outdoor period provides the child additional stimuli to meet 
lends and talk over mutual interests. Children talk, shout, laugh, and 
Sing outdoors with less restraint than may occur in classrooms. Lan- 
Buage flows naturally. Children use their outdoor period to make plans 
and do things together. Sharing and other social skills develop. Outdoor 


aE ee eee ae 


= Figure 6-5, Striking a ball from a tee, 
using a Stage 4 pattern. Striking at the 
Stage 4 developmental level involves a 
shift of the body weight to the rear or 
right foot of a right-handed batter. As 
the bat moves forward the weight is 
transferred to the forward or left foot. 
At the point of contact the body 
E "ES UOCE weight has rotated so that it is over 
the left foot, with the right foot in 
position to provide stability during the 
follow-through phase. 


Ty phases of jumping are essen- 
umping. However, the force- 
t occur immediately before, dur- 
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activity may provide social "i. amar and leadership for those children 
have difficulty with more formal activities. mu : 

d didus "-— skills, such as pulling, pushing, lifting, d 
running, climbing, pedaling, steering, riding, jumping, throwing, an 
swinging, are practiced. These skills contribute to children s se 

assurance, making them more confident when facing new urne 
Interaction with people of all ages is facilitated through motor (€ 
Skill in swimming dramatizes this fact. Once young children swim a: 
confidence they can swim with adults and teenagers as well as wit 

children their own age. Until they develop swimming skills they are 
relegated to the shallow pool and their fellow nonswimmers. Ora five- 
year-old girl who has graduated to a two-wheel bicycle not only is king 
in her own crowd but she also is admitted to the school age set and is 
ready for family rides. ee 

Negative and hostile feelings can be drained off through the activities 
the out-of-doors provides. Throwing balls and beanbags, punching the 
punching bag, or pounding nails are examples of acceptable outlets for 
“bad” feelings. Vigorous running and riding also provide release for 
pent-up feelings. 

Of course, the mind continues to develop out of doors. In fact, the 
new environment will stimulate curiosity and exploration in children. 
They can make many observations on their own. They can test out their 
ideas and come to many conclusions. Children may seem to be only ex- 
ercising their legs or vocal chords, but their minds are also developing. 
Physical and mental development are closely related. For example, such 
concepts as fast and slow, high and low, long and short, and hard and 
easy are readily experienced. The child expresses much of his intellec- 
tual understanding through motor skills. Adults make inferences about 
intellectual growth through observing a child involved with activities. 

Developing large muscle coordination during vigorous play leads io 
improved small muscle coordination. Small muscle coordination is 
required in order to write, draw, cut, tie, or manipulate such things a5 
puzzles and equipment. . 

The imaginative games and dramatic play observed during children's 
outdoor activity challenge the child's creativity, concepts, percepts, and 
memory. All are part of the child's mental development. 

Vigorous physical activity stimulates all vital processes, such as circu- 


lation, respiration, and elimination. Eating habits improve, and rest 15 
more welcome. 


Dr. Jean Mayer, professor of nutrition at the Harvard School of 
Public Health, states 


i that physical activity is the most important r 
ronmental variable affecting obesity in children. Obese children exercise 
less than lean childre 


i n, yet often eat the same amounts. In diet therapy 4 
long-term regime of increased exercise is needed. 


5 Myron Winick, “Childhood Obesity,” Nutrition Today, 9:3 (May/June 1974), p- 9. 
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Additional values of the outdoor self-selected activity period are the 
opportunities it affords children to feel free and to enjoy fresh air and 
sunshine. Children’s happiness in outdoor activities is clearly expressed 
in laughter, squeals, and shouts. 


Requirements of a Good Outdoor 
Program 


A good nursery school and kindergarten program includes plans for a 
daily outdoor self-selected activity period. It is possible in some climates 
to hold virtually the entire school day outdoors. If the outdoor period is 
to make the maximum contribution to the development of the child, the 
following are required: 1) careful planning, 2) adequate space, 3) ap- 
propriate equipment, 4) sufficient time, and 5) appropriate guidance. 


Figure 6-7. Swinging retains 
attraction for children—a 
threesome makes this type 
Swing more social. (Univer- 
Sity of South Carolina 
Children’s Center) 
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Careful Planning 


Teachers should plan outdoor and large motor activities as thought- 
fully as they do indoor activities. Too many teachers simply turn chil- 
dren loose in the outdoor play yard with little or no thought about vari- 
ety, sequencing, or challenging activities. Children should have an 
opportunity for outdoor activities every day. During severe weather, 
gymnasium activities may be substituted. Typically, children desire 
lively action and need little urging to participate. ; 

Referring to the list of fundamental motor skills, the teacher will plan 
to involve each child in these activities regularly. 

The teacher individualizes planning and evaluating of motor skills by 
1) observing each child, 2) checking and recording skill mastery, 3) 
planning and encouraging each child to practice each skill, and 4) en- 


couraging the child to try the next stage in the motor sequence when he 
or she seems ready. 


Locomotor skills can be 
leader, with a few children 
skills on the list. For exam 
jumping, to galloping, to le 
the play yard. Another da 
Such games are helpful o 
up, and having a good 
teachers and help them rı 
build up. 


Practiced through such games as follow-the- 
at a time following an adult through several 
ple, the leader could move from running, to 
aping, as the group of children is led around 
y several of the other skills can be practiced. 
n cold days to get children moving, warmed 
time. The activities serve similar ends for 
elease the energy and tension that inevitably 


Figure 6-8. A slide combined with a treehou 


se proves popular with children. 
(Kansas State University Child Development 


Laboratory) 


n 


Figure 6-9. A rope swing is 
a challenge for girls and 
boys. (University of Hawaii 
Laboratory School) 


An obstacle course may be set up with various pieces of equipment, 
and the children may be required to climb up on a packing box, jump 
across a plank held up by saw horses, climb through the rungs on the 
Jungle gym, and run down an inclined plane attached to the jungle gym. 
Such a game gives children the opportunity to practice several fun- 
damental skills. 

The teacher can encourage jumping by placing one end of a bamboo 
fishing pole on the ground and the other end on a sawhorse or jungle 
gym for the children to jump over. The fishing pole should be loosely 
held, so that if the child hits the pole while jumping, the pole will fall 
easily and the child will not be hurt. The angle of the pole allows the 
children to jump where they are ready—high or low. This exercise 
requires the propelling of the body up and over. The teacher can en- 
Courage the long jump by marking a V shape on the grass or tumbling 
mat and encouraging the children to jump where they can make it 
across, Children typically fall after a jump, making the softer surface 
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important. Avoidance of failure is important, and competition between 
children should also be avoided. Games of hopscotch give good hop- 
ping and jumping practice. Boys and girls should be equally encouraged 
to practice all skills. l 

Nonlocomotor skills can be combined with locomotor skills through 
music and rhythm activites. A tom-tom, a tambourine, maracas, or 
recorded music may accompany the activity. The teacher should draw 
the children’s attention to or get them to suggest different ways of using 
the body. Carrying ribbons or scarves or wearing full skirts encourages 
using the body to sway, twist, and bend. The hula hoop also encourages 
body movement. . 

Keeping an inflated beach ball, sponge ball, or balloon in the air en- 
courages children to stand on tiptoe and to stretch and leap. Balls and 
beanbags encourage the practice of projection and reception skills. Chil- 
dren may like to throw the balls against a wall or into a large recep- 
tacle, such as a packing box. The smaller the child the larger the ball 
required. 

A whiffle ball—a lightweight, hollow, molded polyethelene ball—may 
be tied to an elastic rope and suspended from a tree limb at the right 
height to allow children to practice batting with a plastic bat. Because 
the ball is attached, the child can practice alone without having to chase 
the ball each time after hitting it. A ball may also be placed on a rubber 
cone (the type used to mark a street) or on a tee to enable the young 


batter to practice striking a ball that is stationary. Because young chil- 
dren are not skilled in throwing. They make less than satisfactory 
partners for friends who want to catc 


h or bat; therefore adults usually 
must help children individually with batting and catching. A sponge 
ball, called a Nerf ball, is harmless to the people or furnishings it might 
hit while the young child practices throwing, catching, punting, and 
batting. 


» the teacher will begin to 
eshness of a winter day or the peaceful 
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Figure 6-10, Sand in a yard or a sand box provides a medium that children use 
Creatively, (University of Tennessee Child Development Laboratory) 


sunshine of a spring afternoon just as much as the children enjoy the 
out-of-doors . . 

The teacher should make plans to stimulate children's mental np 
©pment while they are out of doors. Many indoor experiments, such as 
those using inclines or balances, can be repeated outdoors. ee 
learning about weather, plants, insects, and animals are all natural for 


the yard. Specimens can be observed, discussed, classified, labeled, imi- 


tated, and taken indoors. It is helpful to have science books, specimen 


Jars, butterfly nets, and magnifying glasses available to use in capt 
the learning. Through close involvement in children s learning the 
teacher will be able to ask questions that help children see relationships 
and make comparisons between their discoveries and the adult world. 

lanned experiences are initiated for children who don’t seem to have 
questio q . 

Chick wetuivies have a definite place outdoors. Children should 
always be able to choose between active and less. active outdoor activ- 
ity. Music, perhaps with guitar or autoharp, is delightful. Stories told or 
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read to small groups are pleasant. Children enjoy a period of looking at 
books alone, so books should be available. Even resting takes on posi- 
tive dimensions when a blanket is spread under a tree. 


Adequate Space® 


Children probably often feel cooped up. They need the outdoor space 
that a good school affords. At home their living space may be shared 
with a number of siblings. Their playground may be the city streets and 
sidewalks. Even where parks and playgrounds are available, the parent 
may curtail the child’s use of them. When playgrounds are over- 
crowded, the young child may feel insecure among the many strangers. 

Children who live in mansions with plenty of room both indoors and 
out may also need the outdoor activities offered at school. These chil- 
dren may have few friends their age to share their elaborate home set- 
ting, or to offer stimulation. They may stay indoors to have the com- 
panionship of their mother or the maid. 

In the microscopic yards of some hillside slums and suburbs children 
are unable to use a ball or bike. Even a good run is impossible because 
the terrain is too steep, and gravity is against them. 

Space, then, becomes a cherished item in the modern world. Nursery 
school and kindergarten teachers should endeavor to provide 75 to 200 
square feet of outdoor space for each child. Careful planning is required 
to see that all space is used judiciously. 

The outdoor space should be safe from traffic so that the children can 
use it without fear and without constant reminders to protect them- 
selves. The fence should permit children to see the outside world, yet be 
high enough and designed to discourage climbing. Gates with secure 


* Fora comprehensive analysis and recommendations regarding amounts and use of 
Space, see Sybil Kritchevsky, Elizabeth Prescott, and Lee Walling, Planning Environments 
for Young Children: Physical Space (Wash 


; shington, D.C.: Nati iati Educa- 
tion of Young Children, 1977). Bton ational Association for 
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both teachers and children are used more effectively when indoor and 
outdoor space are adjacent. Materials can be easily moved in and out. 
Supervision is simpler. Children’s needs can best be met if the whole 
group is not required to be outside or inside at a given time. 

Good playground space provides a variety of levels and challenges to 
the children. There should be knolls and flat surfaces, grassy expanses 
and hard-surfaced areas. Open space is necessary for exuberant play. A 
quiet nook for resting and reflecting is just as important. There should 
be protected areas so that the benefits of the outdoors can be enjoyed 
when the rains come. Shade is pleasantly cooling when the sunshine is 
very hot. Protection from prevailing winds makes space usable on 
wintry days. The space should be located where children can be allowed 
to be noisy. 

Phyllis Lueck designed a creative outdoor learning environment at the 
University of Guelph in Ontario, Canada. The tricycle paths had 
Various textures and finishes—pebbly, smooth, gravel, asphalt, and ce- 
ment ridged like a washboard. A bridge across a little gully required 
careful driving, for it had narrow tracks that just fit the tricycle tires. In 
addition, various types of wind chimes gave the children an opportunity 
to hear variations in sounds when they rang the chimes.’ 

Adequate drainage is important. A sloping yard of slightly sandy soil 
dries off quickly after a shower. Wood chips, gravel, and other mate- 
tials can be used to weatherize the surface and keep the children out of 
the mud. When planning a riding lane for wheel toys one should re- 
member that a ribbon of hard surface encircling the play area simplifies 

tiving rules. Ramps, inclines, or knolls add interest and challenge 


young riders. 7 
The play yard should be designed to facilitate teaching. Out-of-the- 


Way corners, equipment, and foliage that block the teacher's view pre- 


Vent good teaching and supervision. — n 
The space should be attractive. A variety of plantings can provide in- 


teresting natural science experiences as well as beauty. Special attention 


to finishes and colors will make the yard more inviting to all. 
In some schools there is space to house several animal pets, which 


Provide learning experiences for the children. In other schools the yard 
Might be used for a day to house someone's pet rabbit or a lamb bor- 
TOwed from a farmer friend. From watching a wriggling worm or a 
Soaring bird the children can be stimulated to observe and learn about 
Wing creatures. ee oe 
Children may not get enough vigorous outdoor exercise in climates 
that are extremely hot or cold. In such situations protected space for 


large motor activities—climbing, sliding, running, and riding—should 


? Phyllis Lueck, “Planning an Outdoor Learning Environment," Theory into Practice, 
12:2 (April 1973), pp. 121-127. 
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place or anchored with three chains that hold the tire parallel to the 
ground, making room for three children. 

The jungle gym offers a challenge to children's climbing muscles and 
their imagination. It should be sturdy. Though the steel gym is cold to 
the touch, it does not become as dangerously deteriorated as a wooden 
one. À jungle gym is best located on a grassy surface or over tanbark so 
that falls will be cushioned. 

A slide should be low enough for the teacher to reach the child at the 
top. This is important for a young group. Also, the slide should be flat 
enough at the bottom so children will not shoot out into the dirt from a 
fast ride. Popular slides in some schools are those built into tree houses 
or other structures. Children can then incorporate the slide into imagi- 
nary play more readily than when it is a single, isolated piece of equip- 
ment. 

Live trees in the yard can provide challenging climbing experiences, 
refreshing shade, and outstanding opportunities to watch nature’s 
sequences. A fallen tree trimmed down to two or three major forks pro- 
vides children a gnarled surface for climbing, sitting, and jumping. As 
the bark loosens the children will enjoy helping to remove it. With years 
of use the surface will become shiny. The tree trunk will contribute to 
imaginative play, serving as a spaceship, an airplane, or a train, depend- 
ing on the idea of the moment. 

Old cars, trucks, boats, and even airplanes have been used in school 
yards to stimulate imaginary games. Usually these are mere skeletons 
with doors, windows, and all loose gadgets removed. They should be 
colorfully painted to avoid giving the area a junkyard appearance. 

A sand pile provides a quiet, restful area and an inexpensive medium 
for children. A good-quality sand can be purchased. A wood frame box 
with a 10-inch ledge provides a seat for the children when the sand is 
wet. Children will use the ledge as a “table” as they turn out their 
“cakes.” A lid for the sandbox is essential in neighborhoods where cats 
might contaminate the sand. The lid can be hinged along the edges in 
such a way that it becomes a seat when opened. 
Sand should be kept moist. Dry sand gets in 
ily than damp sand. Moist sand is more easily 
nels. Numerous containers should be provide: 
cellent: juice cans, old pots and pans, plastic 


made from the tops of plastic bottles are all suitable sand toys. The 
teacher should exami 


broken items. A lar 


hair and eyes more read- 
molded into cakes or tun- 
d. Kitchen castoffs are ex- 


ties to measure, count, and label the products they 


are making so carefully. The sandbox affords a place to rest, yet keeP 
busy and in touch with friends. 


When an area in the yard is set aside for the spring garden or the fall 
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bulb planting, sturdy short-handled garden tools are useful. Quality 
tools should be purchased to encourage a young gardener. A corner can 
be reserved for “just digging.” 

Water play is delightful outdoors when the weather is warm. Plastic 
aprons are essential to keep clothes dry. A specially made portable 
water table with a galvanized lining that makes a 10-inch deep sink is 
convenient for both indoor and outdoor water play. Children, however, 
will enjoy even a dishpan or a bucket of water. When children are fur- 
nished soap, they will happily wash the doll clothes or tricycles. A wad- 
ing pool is popular in summer. Of course, for safety, utmost care must 
be taken to have the water play supervised at all times. 

When given a can of water and a small paintbrush, the young child 
likes to "paint" the side of the storage shed or the jungle gym—painting 
as carefully as any painter. A paper cup of water with detergent suds 
and a drinking straw make bubble blowing easy. Both activities are fun 
9n warm sunny days. J 

Wintertime, with its snow and ice, gives children water in another 
form. When dressed properly, children enjoy the snow. Children often 
lie in the snow making snow angels, like Peter in Ezra Jack Keats's A 
Snowy Day, and gaining information about their body shapes and sizes. 
Sleds are standard equipment in nursery schools in snowy climates. 
Only a small knoll is necessary to bring joy to young sledders. Pans of 
Snow can be taken indoors for measurement or experimentation. 

Young carpenters will enjoy pounding and sawing in the play yard. 
Carpenter’s benches, old work tables, or packing boxes can provide 
Space on which to work. Real tools should be purchased and kept in 
800d working condition. Separate clamps or vises attached to the ve 
are handy for helping the child hold the wood. Water paints can be 
Made available so that little carpenters can finish up their projects in 


Style. Nuts and bolts make interesting manipulative and sorting experi- 


ences and may be used in wood projects. Wrenches may be needed for 


Some projects 
Cabinetmakers will usually give teachers the scraps Ven lue 
their Scrap bin. Sometimes the teacher is able to interest the craftsmen 


in the children's projects, and they will save unusual oi es * Mi s 
them out, Under saws, planes, and drills the teacher will fin sawdust 
and shavings-of various sizes that are useful in numerous art projects. 

A playhouse structure—which can double as a storage room— 
Stimulates children's dramatic play. When it is designed with a variety 
Of stairs and ladders, the child’s climbing skills are developed. A fire- 
man’s pole, a rope ladder, or a metal slide can be built into the structure 
for the child's quick “escape.” Doll carriages and dress-up clothes con- 
tribute to imaginative outdoor play. T. 

Children get thirsty when they are very active. Drinking water should 
be available, from either a drinking fountain or a pitcher of water 


EN 
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Figure 6-12. Dressed appropriately 
children enjoy the snow—sledding, 
scooping, and frolicking in it. 
(Michigan State University Labo- 
ratory Preschool) 


brought outside. It i 
that an outdoor sna 
Various table toy 


ing and clay take on new possibilities when used outdoors. Easels can 
be set up outside for paint 


5 very convenient to have weatherproofed tables so 
ck or lunch can be served. 


s from inside can be used outside also. Finger paint- 


ing. 
Storage for all outdoor equipment should be designed to encourage 
the children to help put things away. Proper storage of toys teaches 
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children desirable habits. At the same time children can be very helpful 
to the teacher. Most equipment deteriorates in wet weather; therefore 
Proper storage is essential. 

An adequate budget is needed to keep equipment properly main- 
tained. Equipment with pieces that are loose or missing is often frustrat- 
ing and unsafe for children’s use. Equipment represents a substantial in- 
vestment in time and money. 


Sufficient Time 


The time block set aside for outdoor, self-selected activity should be 
at least 30 minutes long. Thirty minutes or more are needed to encour- 
age the children to go beyond the level of just letting off steam. With a 
large block of time children will engage in constructive, thoughtful ac- 
tivity. Teachers may observe that the first few minutes outdoors chil- 
dren often seem compulsive in activity. They may grab at the first toy 
they see, or monopolize the tricycle, or hold a swing with an “I got here 
first” attitude. After 10 to 15 minutes, when they realize they will have 
time left over, they begin to plan activities. When children accustom 
themselves to long outdoor periods, many satisfying learning experi- 
ences take place. 

In ges Resin virtually the entire school day, and most of the 
school’s learning centers, can be carried on out of doors. Care should be 
taken to avoid overtiring those children who use the large muscle equip- 
Ment extensively in an effort to keep up with a special friend. Routine 


quiet times are essential in the planning. - 
Sufficient time outdoors should be considered a must for large motor 


activities, fresh air, and sunshine. With modern clothing even snowy 

and rainy days can be enjoyed by children and teachers. Teachers in 

child-care programs must realize that when children are kept indoors in 

the center for eight to ten hours, there will be little or no daylight hours 

left for outdoor activity when the children get home—even assuming 

they have a productive learning environment in which to play at home. 
€ school's outdoor activities become essential in these cases. 


Appropriate Guidance 

children's learning out of doors if they 

Understand the stages of physical and motor development. This under- 

Standing will help adults overcome excessive concern that children will 
Urt themselves, provide clues to when children's safety requires the 

teacher to stop an activity, and preclude unnecessary labeling of activi- 


Teachers will enjoy guiding 


“les as “dangerous.” 
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Many adults are fearful when children climb. A general rule a 
by most experienced teachers is that children will climb only ae ^ 
they feel safe. If they are overencouraged by adults or other chi 2 à 
go beyond the point where they feel safe, or if they appear to be show 
ing off, then the teacher should stay close by to prevent accidents. " 

Teachers must be willing to set limits that protect the safety of the 
children, protect the learning environment, and protect property. bv 
teacher will define and give reasons for the limitations set— Your san 
is for digging. Sand hurts Jane's eyes." Removing a child from the sand- 
box or other equipment if the child does not abide by the rules may be 
necessary at times. F 

When a teacher sees only a single child or two on a piece of high 
equipment, there may be no need to worry. However, if more than two 
children are climbing on a slide, a jungle gym, or a packing box, it is a 
situation to watch. Crowding invites pushing. The teacher can first 
move closer to the group. If all is peaceful, there may be no need to say 
anything. The teacher is close enough to know when guidance is needed 
to ensure safety. 

In practice the mere movement of the teacher close to a play group 
is a reminder to the children to play according to the established rules. 
Therefore, without saying anything, the teacher will influence the be- 
havior of the children. In addition, if the group is too large for the 
equipment, the teacher can directly or indirectly extend the play to a 
larger area. Setting up an enticing new climbing arrangement nearby 


that will attract some children and thus reduce the size of the first group 
to a safe number may be desirable. 


Using traditional swings, 
isolate himself or herself fr 
who swings alone all the ti 
tivities. Some will try new 

Certain children mono 
push in the swing. If the s 
want the children to lear 
way to help children lear 
the teacher places a plan 
spot where the child’s 
hollow block or sawhor 
chains tight with the s 


a child consciously or unconsciously may 
om the group. Guidance may help a child 
me to feel confident enough to try other ac- 
things if there is no one to push the swing. 
polize a teacher by requesting repeatedly a 
chool has a traditional swing, the teacher will 
n to pump themselves. The following is one 
n to pump. When Carla seems eager to learn, 
k directly behind the swing, extending from the 
feet rest. The far end is elevated with a large 
se, making an inclined plane. Holding the swing 
eat under her, she then walks backward up the 
plank. As she sits down on the seat her feet go up in the air and she 
“takes off.” She will be thrilled at the new-found independence in being 
able to make herself go in the swing, and will practice the feat over and 
Over again. In some schools the incline is built as a ramp under the 
swings used by the younger nursery school children. 

Another useful method to encourage pumping is to pull the child 
forward in the Swing, grasping the feet instead of pushing from behind. 
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For example, the teacher warns Tony, then gives both his feet a slight 
tug. She encourages him as he swings forward, to reach with his feet for 
her hands, which are held up higher and higher. This reaching gets his 
feet up, and eventually he feels secure enough to relax and let his 
shoulders and torso move with the swing. Verbal encouragement and 
the accompanying words, “bending and stretching,” will label the ac- 
tion of his legs and help him get the rhythm. Children enjoy the socializ- 
ing with the teacher that this technique encourages. 

Sharing is one of those elusive qualities that adults would have all 
children develop. The teacher’s guidance is often required in problems 
of sharing. In addition to social learning, sharing affords children con- 
crete experience with quantity, number, and division—all mathematical 
concepts. Sharing toys is easier when there is a sufficient quantity, be- 
cause a child does not like to wait indefinitely for a desired toy. A new 
toy may have to be rationed so that each child can have a turn. Ration- 
ing and sharing are different. With rationing one hopes to ensure equal 
use of a given supply. With sharing one finds joy and satisfaction in mu- 
tual or partial use of a thing. 

There is a feeling that goes with sharing that comes from having 
“enough.” Adults may tell Abe that he has had the toy long enough, but 
only Abe really knows. How would you react if someone told you that 
you had had “enough to eat”? You'd probably think, *How does she 

now I’ve had enough?" f 

People share voluntarily, willingly, happily, and frequently when they 
feel that they can decide. Children who feel loved and self-confident are 
more willing to share. Usually only those who know each other very 
well share voluntarily. Significant sharing can be observed tan two 
children are having a happy time together. There will be a mutua give- 
and-take that is the real essence of sharing. Statements like “We share 
in this school” or “You’ve got to learn to share” do not really help the 
child learn. Children interpret these statements to mean you ea 
them to divide up the goods and will force them to do so if they r ean 

It is helpful to identify activity verbally as "sharing" so ps ec ~ 
will grasp what is meant by the expression. For example, Jac arrive 
in the kindergarten and observed the children petting some i Du 
Pigs. He walked up and immediately said, “You've got to dn is 

ehavior indicated that he expected everyone to step aside a pue im 
à guinea pig. When at last he got his turn, he quickly eu is : moni- 
tion to the other children. "Sharing" was in Jack's vocabu Pi ut t 
Dot in his repertoire of behaviors and feelings. The e the “y er 
Sees Jack share, a helpful statement would be, vx e you 
Shared with Bill.” To promote sharing the teacher provi SUM su ex 
number of toys, then works to establish a climate of mutual love and re- 


Spect that brings sharing about volu 
A new toy in a school may have t 


ntarily. : 
o be rationed, but the sooner it can 
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become "yours while you are using it," the better. This “yours while 
you are using it” policy allows a child to use equipment until there isa 
feeling of “enough.” Then the child will be able to share. The policy 
also avoids having the teacher become a timekeeper. 

Teachers often have difficulty with some children monopolizing cer- 
tain equipment. Monopolizing may occur because children are unable 
to think of anything else to do. For example, the boys in one group mo- 
nopolized the tricycles. The teacher decided to give the girls a chance at 
the tricycles by dismissing them to the yard first for a few days. Another 
day everyone wearing red was chosen to go to the yard first. Such 
procedures gave others a chance to use the tricycles. Guidance in help- 
ing the boys find suitable alternatives to tricycle riding was called for. 
Teachers should be observant and prevent the practice of one child or 
clique tyrannizing the others in order to get certain equipment. 

Toys brought from home handicap the teacher in a “yours while you 
are using it” policy. Personal toys are usually unsuited for use by a 
group. Some are so fragile that they may get broken if they are shared. 
It is well to discourage children from bringing personal toys to school. 
There are cases in which children need their own toys for personal secu- 
rity. This, of course, will be an exception. In these cases a frank expla- 
nation to the other children that “Jill feels better today with her own 
doll; perhaps tomorrow she will enjoy our dolls” is sufficient. 

The teacher’s guidance is often rquired to keep children from getting 
overheated outdoors or in. Many wraps that are appropriate when the 
child is moving slowly in the early morning are unnecessary when 
going full speed in the sunshine later on. A good rule, of course, is to 
encourage the children to decide for themselves when they need to shed 
their wraps. The teacher should err on the side of letting the children 
take off coats if they wish. It is hard for adults to realize how hot 
children get from their vigorous activity. 

In some climates boots are kept in the locker all the time because of 
the prevailing wet grass in the yard. Extra boots, mittens, and hats 
stored in the school closet can supply children who do not have their 


own. Parents often need suggestions as to appropriate clothing to send, 
and even to purchase. 


Emergencies 


If a child falls while playing, it is better for the teacher to comfort the 
child on the ground for a few minutes while trying to determine how 
Serious the injury is. For the teacher to jerk the child up to standing oF 
into her arms will certainly be frightening and may do serious damage 
to a limb if one is broken. In time of emergency a teacher’s calmness 
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can relax the hurt child, reassure the other children, and guide the assis- 
tants’ efforts to be helpful. A coherent report is required by the parents 
or the doctor if either must be called. 

In case of a serious accident a full account should be typed immedi- 
ately to ensure recall of all details. Reports should be filed with appro- 
priate authorities. If the school is covered by insurance, this report will 


be helpful, perhaps required. 


Conclusion 


The teacher should realize the value of offering a rich outdoor pro- 
on to young children. Adequate plans ensure that goals are achieved 
or each child. The teachers should make wise use of space and be cre- 
ative in selection and arrangement of equipment. In addition, appropri- 
ate guidance and teaching techniques assure meaningful outdoor learn- 


ing experiences for all the children. 
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Creative Art 
Activities 


Im 


"m gonna paint," said 
four-year-old Greg, lifting the long-handled brush out of the red paint 
and stroking it on the easel paper. “You know,” he continued, turning 
to his companion at the adjacent easel, “when we're in kindergarten, we 
Won't ever get to paint. My brother goes to kindergarten and he never 
gets to do anything that's fun." 

Greg’s comments regarding kindergarten attracted several listeners. 
His Predictions brought thoughtful, worried expressions to the faces of 

Is young friends. They couldn't imagine a school where they couldn't 
Paint or have fun. 

Children enjoy the many and varied art experiences offered in good 
Schools for young children. Through these activities children integrate 
all areas of their growth—creative, physical, mental, social, and emo- 
tional, Greg's forecast of the grim life ahead in kindergarten need not be 
the reality. Teachers at all levels are accepting the importance of en- 
Couraging the inventive, original, self-initiated, and self-motivated be- 


Avior that is the creative potential in each child. 


What Is Creativity? 


Creativity, according to Eisner, is a capacity possessed in some degree 
by all human beings.! Creativity is part of human intellect, which Hof- 
Stadter differentiates from intelligence. “Intellect,” Hofstadter writes, 
“is the critical, creative, and contemplative side of the mind. Intelligence 
'S an excellence of mind that is employed in a fairly narrow, immediate, 


and predictable tangen? 


! Eliot W, Eisner, “Research in Creativity,” Childhood Education, 39:8 (1963), p. 371. 

b ? Erhard Hofstadter, Anti-intellectualism in American Life (New York: Knopf, 1966), 
P. 24-25, 
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Figure 7-1. Painting at th 
make and fill in their ow 
school) 


e easel is a favorite activity of young children. They 
n spaces. (Michigan State University Laboratory Pre- 


Supporting Hofstadter's point is recent research into mapping the 
various functions of the brain. You may be aware that your brain's left 
hemisphere controls the motor functions of the right side of your body 
while the right hemisphere of the brain controls the left side of your 


body. According to Dr. David Galin, M.D., “The specialization of the 
right hemisphere has only recently b 
good at perceiving and 


operate in both modes in a complemen- 
tary fashion.” 3 
Creativity is the ability to see new relationships between previously 


? David Galin, M.D., “Educating Both Halves of the Brain,” Childhood Education, 
53:1, (October 1979), p. 18. 


Figure 7-2. Fingerpainting gives children an opportunity to mix colors, practice 
small motor skills, and use a messy medium. (Texas Tech Kindergarten) 


unrelated objects or ideas, to push boundaries beyond present knowl- 
edge, and to organize ideas aesthetically. Originality in action or 
thought is creativity. 

Adults are often confused about creativity. Rigid, stifling, or unsup- 
Ported early experience may have made them doubt their own crea- 
tivity. They may think that only artists are creative. It sometimes helps 
to think of creativity as a personal resource that is part of everyday 
decision making. Each person has some unique ways, of applying 
knowledge to the tasks of everyday living. That's creativity in opera- 
tion. 

Creative potential gives people the motivation to change, to shift 
Bears in a rapidly changing society. From a very practical point of view, 
it is extremely important that a person's creativity be fostered to its 
fullest extent. Village blacksmiths of grandfather's day may have la- 
mented that there were no more horses to be shod, but they turned to 
repairing the wheels of the tractors that replaced the horse and used 
many of the same materials and skills. They saw the possibilities and 
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learned new ways of using their resources. They didn't let the need to 
change throw them into psychological or economic despair. th 

A walk down any street on any day reveals how someone’s creativity 
has made life easier: the window washer uses a rubber blade on a long 
stick; the painter uses a roller instead of a brush; the street sweeper now 
rides a big machine instead of carrying a broom and a pail; the busi- 
nessman has his computer buttons; office forces have automatic ma- 
chines; the bus driver serves customers faster because buses have two 
doors to speed the process of moving people on and off. All are the 
result of someone’s creativity. Industry encourages creative suggestions 
from employees through incentive payments. 

A look in the household section of a historical museum shows how 
pioneers used their creative ingenuity to lighten household tasks. The 
pioneer housewife must have said, “I wish there was a better way to 
peel these apples besides sitting here with this knife.” Having made the 
complaint, she not only set her own creative thoughts in operation but 
perhaps those of others who eventually came up with a gadget for 
peeling and coring apples. 

Modern society needs people who will ask important questions and 
seek solutions. When people are encouraged to question and are en- 
couraged to engage in creative thought and experimentation, problem 
solving and progress will come more rapidly. The questioning attitude 
will contribute to creative thinking whether the question deals with a 
household task or problems of world peace. Progress can take place 
only if individuals ask the question. “Couldn’t we do this a better 
way?” 

The aesthetic aspects of creativity are available to all. Individuals live 


more fully when they appreciate beauty, whether in nature, in work, or 
in human relationships. 


Teachers must believe that a 
they believe that children 
hood. That teachers’ expe 
filling prophecies are do 
Rosenthal and Jacobson. 
you will find it if you do 

The teacher’s creativi 


ll children have creative potential, just as 
have the physical potential to grow to adult- 
ctations of pupil performance become self-ful- 
cumented in Pygmalion in tbe Classroom by 
* To restate an old saying—look for creativity: 
r ty is challenged in both personal and profes- 
sional aspects of life. Every day each person takes the raw material of 
life and through creative leadership creates a life canvas. Each school 
day the teacher contributes significantly to the life canvases of the chil- 
dren in a class. Creative teaching requires sensitivity to people and 
things, to ideas and issues, to feelings and moods, to colors and tex- 
tures. Community resources of time and money are coordinated with 


* Robert Rosenthal and Len : York: 
Holt Rinehart and Winston, 1968). Jacobson, Pygmalion in the Croom New! 


Figure 7-3. Mud or ceramic 
clay is fun to mold and 
Pound. (Texas Woman’s 
University Nursery School) 


g. Independently and collectively, 
Is. Perhaps no other profes- 
or as many unknowns and attempts to 
day. Through careful planning, weighing 
of technique and human understanding, 
ive task—an 


energy, ability, experience, and trainin 
à group of children has all human potentia 
Sion takes as many variables 
make a creative picture each 
of goals and values, combining 
a teacher shapes tomorrow's citizens. Teaching is a creat 


awesome responsibility. 


Fostering Creativity Through the Arts 


"The goal for art education is to use the creative process to make 
People more creative regardless of where their creativeness will be ap- 
plied,” wrote Viktor Lowenfeld in Creative and Mental Growtb.5 
Lowenfeld and Brittain, in a later edition of that book, wrote, “Art edu- 
cation, as an essential part of the educative process, may well mean the 


5 Viktor Lowenfeld, Creative and Mental Growth (New York: Macmillan Pub 
, : l 
Co., Inc., 1957), p. 5- ublishing 
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difference between a flexible, creative human being and one who will 
not be able to apply his learning, who will lack inner resources, and 
who will have difficulty relating to his environment. In a well-balanced 
educational system, in which the development of the total being is 
stressed, each individual’s thinking, feeling, and perceiving must be 
equally developed in order that his potential creative abilities can un- 
fold." 6 2n 
In the high-quality nursery school and kindergarten opportunities 
abound for children's creativity or divergent thinking to find expression. 
In every segment of the curriculum there is room for children to “put it 
together" in new ways. The teacher values the unique, spontaneous, 
fresh, and imaginative manner with which the child faces the challenge 


of learning. The child's use of art materials is a regularly offered part of 
the program. 


The end products of the creative process, 
or other works of art, may have little value in the market, yet the cre- 
ative process involved is of great value to the 


developing child. Patterns 
are not used to get products that look “Just so." Coloringbook-type line 


drawings to fill in are not provided. The teacher has faith in the child 
and often tells the child so. The teacher refrains from helping the child 


outright. Confidence in the child is stated time and time again. Bolster- 
ing self-confidence, the teacher encou i 


mends the unique way in which the chi 

If the teacher loses faith in the child’s creative ability or falls victim to 
Pressures to produce products, it will hurt the child and her or his fu- 
ture creativity. Henceforth, the child will wait for the teacher's idea, or 


"correct" way, before beginning. The child won't enjoy the products or 
the process, 


Max is an example of a child 
ucts were emphasized. He was a 
nursery school and kindergarte 


such as paintings, collages, 


Whose creativity suffered when prod- 
child who had creative teachers during 


Upon seeing the picture, his kindergarten teacher felt something was 
mmented to Max, 


“Max, I saw your picture in the 
j ' Max responded, “Did you see those angels? My 
teacher did those and she ruined it.” Max had enjoyed neither the pro- 
cess nor the product. He did not enjoy winning with help. The first- 
grade teacher surely got little satisfaction from displaying her work as 
child’s art, 


* Viktor Lowenfeld and W L ittai 1 m 
York: Macmillan Publishing C5, fon, Doo in Creative and Mental Growth (N 


Figure 7-4. Felt markers interest young children. Tracking their movements on 
a mirror fascinates children. (Kansas State University Child Development 
Laboratory) 


Fostering Perceptual-Motor Skills 
Through the Arts 


Creativity should be reason enough for offering children a wide array 
Of art media and for helping them find one that especially allows ex- 
Pression of their feelings, moods, and ideas. However, other important 
reasons are apparent. The skills developed through the art materials are 
both Prewriting and prereading skills. Clearly, the small motor skills are 

eing developed. One has only to watch in a three-year-old class as 
children draw and cut, then move on to a four- or five-year-old class to 
See how much skill the threes can be expected to develop in the next 
year or two. 

Eye-hand coordination is continually practiced as the hand draws a 

ead in the “right” place or puts a wheel on a "car" in the customary 
SPot. Picking up and placing the collage materials requires eye-hand 
Coordination, as does squeezing the glue bottle to drop the glue in the 
Tight spot. Using scissors to cut on a line is a complicated coordination 


task to learn. 
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The art table is usually the site of the child's first attempts to write his 
or her name, which must be from left to right in our language. The 
teacher teaches the child to use manuscript printing (see Chapter 1) and 
to start in the left-hand corner of the page in order to avoid scrambling 
and crowding letters, as will happen when starting too far over to the 
right. Forming those letters is clearly an early reading experience as well 
as a writing experience.” i 

Through art activities children learn to concentrate their attention on 
the figures or designs they place on the page or background, helping 
them develop figure and ground concepts. Later, in writing, a child 
must concentrate on the black squiggles, not on the white space sur- 
rounding them. Through art media children also gain experience put- 
ting pieces together to make a whole, learning whole—part relationships. 
For example, when children add eyes, ears, nose, and mouth to a circle 
to make a face, they are learning with some precision the parts of the 
body. One five-year-old, Steve, looked at a picture he had drawn of 
himself a few months earlier. The picture had six fingers on the hands. 
"Hum," he laughed, “I put six fingers on my hand." In only a few brief 


months Steve had become more discriminating. Now he would add the 
correct number of parts to his figure. 


Fostering Cognitive Growth Through 
the Arts. 


According to Brittain's research in children's art, “The production of 
art provides one of the best ways for a preschool child to understand, 
organize, and utilize concepts." 8 Brittain finds that when adults serve as 
a sounding board for children as they paint and draw, the children put 
more details in their pictures. Children are constantly translating ideas 


into various media, showing their awareness of the world around them. 
Experience with colors, their various shades and hues, is 

most of the activities. Childr 

combinations of 


provided in 

en easily learn the names and discover the 
primary colors that make secondary colors and so on. 

Watch them at the finger painting table, for example, as they combine 

Dee and yellow. *Look! Teacher! Teacher! I made green!" shouts 
indy. 


« : r 8 experiences see Linda Leonard Lamme’s article 
Handwriting: n an Early Childhood Curriculum,” Young Children, 35:1 (November 
Pabia aTi Brittain, Creativity, Art, and the Young Child (New York: Macmillan 
ducted S nc., 1979), p. 18. In this book Brittain reports on recent research con- 

With. young children using art media. There ar i h ill interest 
early childhood educators. g E many Points thar wi 
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Concepts of shape are also required in reading and are common 
among the art materials. Shapes are cut out, drawn, compared, and 
named. Likenesses and differences in shapes are frequently discussed. “I 
want some shiny squares like yours," said Jack. “Here,” said Todd 
handing him a piece. “No, I want gold shiny squares, not silver shiny 
Squares." said Jack. 


Fostering Social-Emotional Growth 
Through the Arts 


The child's personality often shines through loud and clear when he 
or she draws or paints, for example, the little red-headed boy who drew 
red-haired boys in striped T-shirts. No one doubted who the drawings 
represented. Drawings at both the nursery school and kindergarten ages 
are typically egocentric. Brittain says that, “Art activities not only re- 
flect a child's inner self: they help form it"? 

Family members are frequently represented in children's drawings. 
Feelings for others may be reflected in the drawings or through conver- 
sations while drawing or painting. However, Brittain cautions against 
deriving conclusions about a child’s emotional state from too little evi- 
dence. He says, “It is ridiculous to arrive at conclusions about a child's 
mental health by diagnosing drawings or paintings we have not seen 
him creating." !? Brittain concludes, “Unless the setting is carefully con- 
trolled with a good deal of information other than drawings available, 
interpretations of scribbles and early representations by children p 
vide no insight and are of no clinical value to a teacher in a norma 


School situation." 1! 


Developmental Stages in Children's Art 


as with other areas of development, has its 
he teacher and parent understand the 
hild's creative growth. 


Creative development, 
typical ages and stages. When the 
Various levels, they can help, not hinder, the c 


Creativity, Art, and the Young Child 


Brittain describes several stages of particular importance to teachers 
of young children. Knowing these developmental stages will help teachers 


? Ibid., p. 184. 
W Ibid., p. 121. 
ti Ibid., p. 127. 
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1) plan art activities at an appropriate level; 2) set an e ai 
level of expectations for children; 3) appreciate children’s drawing 
and art projects; and 4) have an appropriate basis for discussing 
children's art with parents. Brittain's five stages are: 


Stage one—Random Scribbling—age one to two or two and a half. 

The drawing tool is held tightly and is rarely taken from the paper. It may be 
held as a hammer at times. Lines are made with simple arm movements, the 
swing of the arm back and forth determining the direction and length of the 
lines. The child watches what he or she is doing, watching to follow and enjoy 
the lines rather than control them. 

Stage two— Controlled Scribbling—age two to three or three and a half. . 

The wrist is more flexible than in stage one. There is a wider range of scrib- 
bles and more intricate patterns of loops. The child makes the tool go across the 
page as desired. 

Stage three—Named Scribbling—age three and a half to four or four and a half. 

The naming of scribbles illustrates an important step toward the development 
of abstract thought. Lines become symbols that stand for things. 

Stage four—Early Representational—age four years plus. 

The child can reproduce a symbol for an object though not a likeness. Repre- 

sentations have little in common with what adults consider the real world. The 


child does not seem to be attempting a photographic likeness. What adults see 

as distortions are not distortions to the child. 

Stage five—Preschematic Drawin 
Now there is a right- 

of objects begin to be 


g—age five years plus. ; 
side up and a line for the sky and ground. Relative sizes 
portrayed. Objects and people are painted. !? 


According to Harris, 
the more intellectual an 
place.!3 The amount of 
the teacher in unders 
growth is indicated by 
the themes are related 

Children’s creative 


the more details children put into their picture 
d perceptual growth one can assume is taking 
repetition or exaggeration of a theme can guide 
tanding the child’s emotional growth. Social 
the themes the child’s work takes and how much 
to actual experience. . 

Browth can be inferred from the number of in- 
dependent themes they produce and whether or not they seem to be imi- 
tating other children. Physical growth may be indicated by their skill 


with tools and by exaggeration of some body part and the vigorousness 
of their participation. 

. Children may occasionally regress to previous levels of artistic behav- 
lor just as they may regress emotionally. When attempting to under- 
stand or to explain a child's art products, one should be careful not to 


draw conclusions from an inadequate sample of a child's work or from 
scanty knowledge about the child's experience. 


12 Ibid., pp. 25-40. 
15 D Harris, Children’s Drawin; i ision 
| gs as Measures of Intellectual Maturity (A Revis 
ae of Goodenough Draw-a-Man Test) (New York: Harcourt, Brace & World, 
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Figure 7.5, Drawings provide information about each child's level of represen- 
tation. The above array, done in private sessions, is typical of a four-year-old 
Broup near the end of the school year. The numbers refer to the child's age in 
years and months. Drawings range from the scribble stage to the schematic 
Stage including a base line. The teacher directed, “Draw a man, the best man 


You know how." 
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Arlie, for example, worried many observers because he painted a 
solid sheet of black. However, the teacher was not alarmed, because 
Arlie often talked about the fire that burned the garage next door to his 
home. The teacher knew that the fire had been an alarming event in the 
neighborhood. Arlie was allowed to paint as he wished. Finally, one day 
Arlie painted his paper yellow. He reported that the painters had used 
yellow paint to paint the neighbor's garage. Arlie's opportunity to paint 
as he chose for all those days perhaps relieved him of tensions as- 
sociated with the fire. 

Pete's mother worried because her five-year-old was drawing armless 
human figures. In a discussion with the teacher the mother realized that 
she had seen only a couple of pictures in which he had tried to draw 
human figures. The teacher also explained to Pete's mother that it was 
not unusual for Pete to be enticed away from the drawing table by 
another child or by another activity before his drawing was finished. 
The teacher might discuss the armless drawings with Pete, asking, 
"What is the man doing?” “What does your man need to throw a 
ball?" Such questions would help him think of the relationship between 
activities and body parts. 

Considering armless human figures, Jacqueling Goodnow, who has 
made numerous studies of children's drawing indicates that “Armless 
humans reflect no strange perception on the part of a child; instead they 
may often simply reflect the sense of having finished by the time one 
reaches the bottom." Goodnow reports that children draw from the top 
of the page to the bottom. Children fall in two groups, those who finish 
details as they go and those who go back to finish details. The latter are 
most likely to leave off arms. She said of the 79 children in one study 


2y 40 included arms and for those 40 children 28 drew the arms on 
ast.14 


General Classroom Procedures 
Atmosphere 


An atmosphere of freedom is important if the child is to develop cre- 


ative potential. Children who feel free to try new ways of using mate- 
rials will be more creative than children who are taught there is only 
E right way to do everything. From the very first day the teacher must 
alow children to be experimental. “I know you have ideas. Let's se€ 
how many different pictures we can make," says the teacher to the 


14 Jacqueline G il i i i 
Es 1997 e Sdn Children Drawing (Cambridge, Mass.: Harvard University 
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children. If this faith falters or if patterns are given, then the children 
will wait for the teacher’s intervention every day. 

To say there is freedom does not mean the teacher does not have 
rules. Logically messy activity is located where it can be cleaned up 
readily. Rules are set about splashing paints, dropping clay, and wash- 
ing hands. 

An uncritical atmosphere will help the child feel safe, secure, and 
unthreatened by the teacher, peers, or family. Expectations are kept at a 
reasonable level so that the child can hope to succeed. Children will set 
their own pace. In any class there will be a wide range of abilities; 
therefore materials must be suited to this wide range. For example, in a 
three- or four-year-old group the stages will range from scribbling to 
Preschematic. Caution should be taken to protect the child's right to 
“just paint.” . 

When commenting to a child, it is best to say, "Would you like to tell 
me about your picture?" rather than to guess what the child is painting. 
Too many questions may invite casual naming that may not have much 
relationship to the original ideas. For example, Doug alarmed his father 
because he always reported having painted a "monster." The father 
asked the teacher about the paintings, and she recalled quite a different 
theme during Doug’s time at the easel. Apparently Doug was pleased 
with the increased attention this picture title drew from his father. 

The teacher protects the child from the criticism of peers. Verbally 


Figure 7-6. String painting is cone with a string saturated with paint. (Univer- 
sity of Illinois Child Development Laboratory) 
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the stage is set for acceptance of all children's creations. "You each can 
paint what you are thinking” and “Each of you sees an object a little 
differently” are examples of comments one can make to set the stage for 
individuality. The teacher displays something from everyone. As some 
children do like to take art products home, it is well for the teacher to 
ask permission to keep a painting for display. The teacher refrains from 
choosing only the “best” for exhibit. It is important to avoid arousing 
competition between children. Hands are kept off children’s products 
no matter how much the teacher might think the picture could be im- 
proved. 

Parental criticism of a child’s art can be devastating. Therefore, the 
teacher makes efforts to communicate to parents the expected standards 
and the level of their child’s creative development. For example, reas- 
suring parents that scribbling is typical of their Johnny’s age group and 
that other children in the group are scribbling, too, helps the parents 
become more accepting of Johnny’s scribbling. Parents may have to be 
alerted so that they can curb older siblings’ criticisms or efforts to 
improve a young child’s products. 

Not infrequently a young child competes with a school-age sibling. 
One young child, Linda, carelessly splashed paint on many pages to 
have as many products to show her parents as her school-age sibling 
brought home. When this happens, parents may then be counseled to 
lay out the array of paintings and let their child choose a favorite. This 
technique can help steer the child away from mass production and back 
onto a track of self-expression. However, the problem of sibling rivalry 
is also one the parent may need help with. Some young children react to 
home competition by refusing to create any product the teacher might 
encourage them to take home. Parents may pressure the child to bring 
something home. When a child spends the day playing with blocks or 
cooperating in the doll house, there is nothing to take home. Parents 
need this information so that they do not over- 

The teacher should feel obligated to provide 
Protect children’s clothing. The Parents’ co 
messy clothing will adversely affect the child" 
wise teacher will guide parents in choosing 
their children to wear to school in order that 
in all activities. 


In case of an unusual amoun 


value art products. 
painting aprons that help 
mplaints at home about 
s creative expression. The 
appropriate clothing for 
they can participate fully 


t of spilling, the teacher can advise 
Parents about helpful laundry procedures, When sending home chil- 


dren’s painted or glued Products, the teacher should take care that 
smearing of clothes and cars en route home is avoided. Some products 
can be sent in paper bags and others rolled together and held by a rub- 


berband. Such measures may sound overprotective of parents; however, 
Some empathy on the teac 


MS her's part results in better cooperation from 
s. 
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Children who feel skillful and self-confident will make the most effort 
to be creative. Therefore teachers plan to give children opportunities to 
Practice skills. They create an environment in which the child feels safe 
to practice a new skill. Children receive instruction when they ask or 
Seem mature enough to benefit from it. Such skills as holding a crayon, 
cutting with scissors, using the stapler, tying a bow, or squeezing the 
glue bottle may profitably be demonstrated to a child who is ready to 
learn them. Most small motor skills contribute eventually to writing 
skill. Self-confidence is fostered through the mastery of skills. 


Organizing the Art Centers 


Most art materials are presented in nursery school and kindergarten 
during the indoor self-selected activity period. In mild climates art mate- 
tials should be moved outdoors. Having a smorgasbord of art materials 
available along with other activities enables a child to create when he or 
She wants to and enables the teacher to work with small groups of 
children. With a wide variety of materials no one activity attracts all the 
children at one time. They naturally move to learning centers that at- 
tract their attention. After satisfying their need, they move to another 
center. They may be stimulated by the attractiveness of the center per se 
9r to a valued friend who happens to be interested in that activity. The 
Wise teacher will make the art centers as much self-service from the 
children’s standpoint as possible. Children enjoy independence. When 
not tied too closely to one center, the teacher is freer to assist in other 


centers as needed. 
he activities of the art center ofte : 
ands. The logical location of the art center is ne 
An ideal situation is to have a low sink in the art ce 
the children from running to the bathroom with paint-covered hands 
and aprons, A dishpan or a bucket of water can substitute for some of 
the needed water if a sink is not available. Remember to bring along the 


Paper towels. 
area for drying products is require 
Children can use themselves. Newspapers un 


can eliminate difficult cleanup problems later on. 
lf supplies are carefully stored and labeled, the teacher can get needed 


items in a hurry. The stage can be set so that the children can help with 
Cleaning up the art center. They wash easels, brushes, and tables with as 
Much enthusiasm as they paint—sometimes with more enthusiasm. 

. Children will use art materials spontaneously and incorporate them 
Into other play if they are stored on an open shelf where they can reach 
them without asking for assistance. Newsprint, colored mimeograph 
Paper, crayons, scissors, bottles of glue, stapler, paper punch, felt pens, 


n require using water and washing 
ar the water supply. 
nter in order to keep 


d—preferably one that the 
der drying racks or shelves 


Figure 7-7. Glue desi 


: d r 
the flow of glue from the plastic bottle. (Michigan State University Laboratory 
Preschool) 


; A i lin 
gns may be the outcome of experimenting with controlling 


masking tape, and string are items children use frequently. di rbi 
amples support this idea. The five-year-olds had just returne NW nd 
trip to a farm. They were getting their drinks and bsec Hd 
had seen. Sherry quietly walked to the art center, found Sae A 
created a pig in a basket. Both were made from paper in three di el 
sions. Sherry used the scissors and stapler. Her spontaneous crea 
showed clearly what she had liked best about the trip. ide 

Four-year-olds were playing store. A child expressed a nee che 
money in the cash register. One enterprising young man hastened e 5 
art center, cut green mimeograph paper into squares, and returne 


: D : were 
set himself up as a banker, giving money to the housewives who 
shopping at the store. 


Places to display children's ar: 
out the room. Art gives the roo 
146 


4 h- 
t products should be available throng : 
m a personal, colorful appearance. 
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objects should be changed frequently to keep the interest high. Children 
lose interest in their own products quickly and may not even want to 
claim them a day or so after working on them. When children seem to 
have a special need to take products home, the teacher can ask if they 
would like to make something special to put up in the display. If they 
indicate they would not, then of course it isn’t important to them. 
Planning so that the art center is efficiently arranged encourages the 
children’s use of the center and facilitates the teacher’s supervision. Fol- 
lowing are suggestions of materials and procedures that can be used in 
Presenting the art smorgasbord to groups of young children. 


Painting 


Easel Painting 

Easel painting is an enjoyable activity for young children and most 
teachers feel it should be available every day. Such painting helps chil- 
dren develop their motor skills and express concepts and feelings. They 
learn to judge space size and to fill the space. They learn about colors 
and lines, 

Tempera paints in either liquid or powdered form are available from 
art shops and school supply houses. A cup of liquid starch mixed in a 
quart of water used to mix dry tempera will prevent the watery consis- 
tency caused by the settling out of the paint. Watery paint is ks ENE 
With children. About a quart of each color should be mixed and cai 
to be ready when needed. For very young children one primary color at 
the easel at a time is sufficient. As they gain skill and show interest in 
More color, then all of the primary colors are added. Older Pul y 
enjoy variety in the paint, including brown and black. ane a 
delight children and are made by the addition of color to w ite. "s 
Paint is popular when colored paper is available. Jars rac e 
Plastic or styrofoam cups may be used for paints. Disposables save a 
tediou i re. ; . 

lcu bank easel should be a long-handled (12-inch) mt 
that allows a full shoulder stroke. ved bristle is best. A variety o 
Tush sizes i iated by older children. ] 

ce with brushes breaks off the bristles. CE EM 
damaging brushes, care should be exercised in the washing and drying 
Of brushes. A useful aid in washing and drying brushes can be made 
from the bottom half of a plastic milk bottle. Puncture the bottom with 
holes so that water will run through, then place the brushes in the con- 
tainer and set it under running water for a few minutes. The paint on 
the brushes will soak loose. Place the brushes to dry, handles down, ina 
Storage container. Washing the easel brushes is a popular inetd with 
children, Perhaps it runs a close second to clapping the erasers! 
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Several styles of easels are available commercially. Also, excellent 
ones can be homemade. A board can be hung along a wall to be used 
for an easel. A 4-inch wedge at the bottom will hold the board out from 
the wall and give the board an appropriate angle. Or two masonite 
boards can be hinged and held folded as a triangle with a metal strap. 
This easel can be used at the table. You can also make easels from large 
cardboard boxes by cutting through them diagonally. Paper is held with 
large tack pins. Painting paper can be placed on the wall, the table, the 
floor, or the sidewalk. The easels used should be the correct height for 
young children. Easel legs can be sawed off to an appropriate height. 

Painting on large sheets of newsprint with the large brushes is sug- 
gested for young children. Large materials encourage the use of their 
large muscles and accommodate their large designs. A minimum of 20" 
x 27" is suggested. Paper cut to size is available from school supply 
houses. Some newspaper shops will cut newsprint for the school. Other 
publishers may donate roll ends to the school. If donations are common 
at the school, a paper cutter such as is used for cutting wrapping paper 
in stores might be a good investment. A cutter speeds the preparation of 
the paper. 

Manila paper 12" x 18" is appropriate for some painting. Colored 
paper is available and is especially delightful with white paints on a 
snowy day. For variety, textured paper such as the back of embossed 
wallpaper is interesting. Outdated wallpaper sample books can be se- 
cured from wallpaper companies. Printed newspapers can be used oc- 
casionally. Large shapes like pumpkins or hearts can be cut out and 
used for painting to add further variety. 

Attention must be given to"attaching the easel paper to the easel. The 
common manner of using clamps or clothespins is not satisfactory be- 
cause young children can’t operate the clamps without dropping the 
Paper. Some easels have two smooth-headed nails placed about 24 


inches apart at the top of the easel, The newsprint is then punched with 
a paper punch so that the holes match the nails. Ad 


ay’s supply of paper 
can be hung on the easel. Children can then easily remove their paper 
Me poe and hang the painting to dry. They become more 
self-su 


cient, taking care of the job themselves. The busy teacher is 


helped at the same time. Paper supplies should be stored close by the 
painting area. 


Easel paintin 
basis. A stampede of 
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is required to wait can be reassured that paints will be available the 
next school day. 

There is good reason to place easels side by side so that children can 
Socialize as they paint. They may share both paints and ideas. If easels 
are available daily, two easels are usually sufficient for a group of 
twenty children. More places to paint will be necessary if painting is 
planned only occasionally. 

Guidance may be required to encourage children to squeeze their 
brushes against the side of the jar—especially if the teacher notes that 
the child is disturbed by the drips. Teachers can encourage the use of 
the same brush for each color by saying, “Keep the red brush in the red 
Paint.” Children’s names are printed at the top lefthand corner of the 


Figure 7-8. An easy-to-make painting apron made of cotton-backed plastic 
with an elastic neck strap and cotton tape ties. 


a 
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painting in manuscript letters to help identify paintings, to stress the im- 
portance of the child’s name, and to teach recognition of names. 

Custodians will appreciate the use of a speckled throw rug under the 
easels to catch the occasional drips. Throw rugs are easily washed and 
are more aesthetic than newspapers. 

Suitable paint aprons can be made from cottonbacked plastic. (See 
Figure 7-8.) The edges need no finishing. The neck strap of elastic and 
ties of cotton tape are quickly attached by sewing machine. Some 
schools use men’s shirts for painting smocks. Big brother’s shirts are a 
better size for children under six than are men’s sizes. 

It is well to pour only a small amount of paint in the paint jars for a 
class of young painters. With close observation for a few days teachers 
can judge the approximate amount of paint needed for a session. Chil- 
dren normally overlay one color on the others when making their paint- 
ings. Overlaying is not to be discouraged, because children learn about 
the mixing of colors this way. They frequently forget, or as yet don’t 
understand, about matching up the brush in hand with the color from 
which it came, so that further mixing results. Mixing and matching are, 
of course, two of the important learnings from the painting experience. 


Figure 7-9. Painting while sitting on the floor is comfortable for children. (Uni- 
versity of Hawaii Laboratory School) 


m 
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Even though the teacher knows paints will get mixed up, it is best to 
Start with clear colors each day. By starting with a small amount of 
Paint and replenishing as needed, the wasting of paint is avoided and 
clear colors are more likely. 

If children are painting a mural on the floor, the wall, or a table, or if 
makeshift easels do not have the usual tray for holding paint jars, then 
some arrangement should be made to prevent paint jars from tipping 
over. Muffin tins can be used to hold jars containing paint. A cardboard 
serving tray from the drive-in hamburger stand is just right to hold 
Paint jars. Simply place the paint jars where soft-drink bottles are 
usually set. A similar holder can be cut from a cardboard box. 


String Painting 

The same mixture of tempera paint as discussed above is used for 
String painting. The child holds one end of a 15-inch string, such as 
twine, yarn, or thread, and drops the string into the paint. Slowly the 
child pulls out the string and lets the paint drip off. The wet string is 
moved around on the paper to make various patterns. Several colors 
can be available, with different strings in each color. 

For variation children may pull the string through folded paper. For 
example, they arrange the paint-covered strings on one half and fold 
Over the paper. Holding the folded paper together, they pull the dry end 
of the string with their free hand. Interesting variations in designs result. 
The child observes the shading and blending of colors. 


Block Printing 
he same mixture of tempera pai 


shallow pan is used to arrange stamp pa 
€t of several layers of paper towel, cheesecloth, or thin sponge and sat- 


urated with color. There should be only enough paint to leave color on 
the object without dripping. Prints can be made from a variety of ob- 
jects, such as clothespins, a potato masher, a sponge, vegetables, toys, 
Pleces of wood, and spools. Children enjoy making prints from designs 


cut in potato halves. 

ou may make rollers by dipping 
them around tubes from paper towels. 
- ler on a paint pad, then roll it across paper. 
SSting designs. In fact, children may see any pai 
Portunity for finger painting—a response that t 
Pared to accept. 


nt is used for block printing. A 
ds of various colors. Pads are 


heavy strings in glue and wrapping 
When the glue is dry, roll the 
Fingers too make inter- 
nting activity as an op- 
eachers should be pre- 


Squeeze-bottle Painting À ; 
Squeeze bottles with small openings are available with everything, 


rom soap to mustard. Teachers save such bottles to fill with tempera 
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paint. Using the bottle tip as a painting tool makes an acceptable substi- 
tute for dribbling the white glue that children seem inclined to do. Prac- 
tice in using the squeeze bottle helps the child control the amount of 
paint used. Tempera is used with manila or construction paper. The 
children use the bottle tip to draw their design. They may like to place 
drips of color on the paper, then fold the paper. Unusual designs are 
discovered as they unfold the paper. Shoe polish bottles and roll-on 
deodorant bottles can be used in a similar fashion. 


Splatter Painting 

Splatter painting is done by the brushing of a paint-filled toothbrush 
across a wire screen. A kitchen strainer works fine for a screen. You can 
also make a screen by attaching a square of window screen to a wooden 
frame of about 6 inches to 8 inches square. The children place their 
paper on the table. Then they place an object such as a leaf or a key on 
the paper. Over this goes the screen. The child brushes the paint-filled 
toothbrush back and forth, getting the splatter effect around the outline 
of the object. A similar finished product is accomplished when a small 
sponge dipped in paint is used to stipple around the object. 


Blot Painting 


Blot painting is the result when paper is folded in half and the child 
then brushes, squeezes, or strings paint on one side of the fold. The 
paper is then folded back over the painted side, and the palm of the 
hand is rubbed across the paper. Children enjo 


y the surprise of the 
blending and duplicating effect. 


Sand or Sawdust Painting 


Sand or sawdust is mixed with moist tempera. A shaker with large 
holes is used to shake the mixture onto paper covered with glue oF 


paste. Sand painting is best done out of doors to avoid difficult cleaning 
problems. 


Object Painting 


Using the tempera to paint wood and box collages and carpentry 
Projects is a worthwhile conclusion to three-dimensional projects. Chil- 
dren enjoy painting props for their dramatic play, such as a cardboard 


train or a valentine mailbox. 
Color Absorption 


_A thin solution of tempera or vegetable coloring is placed in a small 
dish. Several colors are provided. The child folds paper towels Of 
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Squares of old sheeting and dips corners into the various colors. Chil- 
dren will be fascinated by the blending and shading of colors. A surface 
well padded with newspaper is necessary for drying these drippy prod- 
ucts. 


Finger Painting 

Finger painting provides both an outlet for children’s creativity and a 
medium for messing. This latter objective is important because modern 
children are often under a great deal of parental pressure to stay clean. 
Designs with finger paint can be made, erased, and made again. Per- 
Sonal problem areas can be expressed, then obliterated with one 
Stroke—a behavior that gives evidence that finger painting has thera- 
Peutic value. The medium is highly relaxing for children. Children learn 
concepts through their experimentation with the mixing and blending 
of colors. Pictures are rarely a pure color because children can’t resist 
trying to find out what happens if they add a little blue here or a little 
yellow there. Teachers and parents should not be disturbed that paint- 
ings turn out a uniform muddy color. The only way to obtain pictures 
of pure color is to limit the choice to one color. If the children know 
there are several colors available, they will certainly feel deprived if not 
allowed to choose from all of them and mix them together. 

The majority of children will enjoy finger painting. The teacher may 
€ncourage the children to participate by sitting with them and actually 
manipulating the paint while talking to them. Seeing the teacher’s hands 
in the paint will reassure the doubters that she or he really means that 
It is all right to get messy. The teacher may involve a hesitant child by 
Permitting him or her to help mix the paifit with a beater or a spoon. 
However, some children prefer to watch for a long time and may never 
feel comfortable with finger paints. They should, of course, not be 
Orced to finger-paint. . ] 

If finger paints are provided frequently, there is less necessity for the 
teacher to permit large numbers of children to finger-paint on a given 
day—which would make supervision difficult. From the practical side it 
is much easier to have five children painting on four different days than 
to try to manage finger painting for twenty on one day. lt is well to 
limit the number of painters to a number the teacher can supervise and 
Still keep an eye on the other activities in the room. Actually some 
teachers store the finger paints where children can help themselves 
Whenever they desire to paint. The less pressure there is to give many 
People turns, the more satisfying the experience will be for the individ- 
ual child, 

Of course, the only tool needed for finger painting is the child's 
hands, The child gets full shoulder and arm movement from a standing 
Position. Hands, knuckles, fingernails, and even the whole lower arm 
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produce various effects. Questions like “How does it look if you use the 
side of your hand?" will encourage the child to experiment. t 

Music with soothing rhythms is especially appropriate while the chil- 
dren are finger painting. If the teacher plays staccato music, one 
shouldn’t be surprised that the children splash the paint all around. 

There are five necessities for finger painting—finger paints, a place to 
paint, aprons, a place to wash up, and a place to dry paintings. 

Finger paints can be obtained commercially or mixed in the nursery 
school or kindergarten. Two types are available commercially: one 1s 
the consistency of a thick paste; the other is a powder that the child 
shakes onto the wet paper from a shaker-type container. The young 
child likes lots of paint per picture and enjoys making many pictures. 
Commercial finger paints are quite expensive when provided in the 
amount that is necessary in the average class. Therefore a less expensive 
material is usually essential. Homemade products fulfill all the objec- 
tives of the medium. However, the exception is the quality of the fin- 


RECIPES FOR HOMEMADE FINGER PAINT 


INSTANTIZED-FLourR UNcookeD METHOD (TIME: 
THREE Minutes) 


Mix in a large bowl: 
1 pint water 


12 cups instantized flour (a'food product for thickening gravy) 


Put the water in the bowl and stir the flour into the water. Add color. 


Wueat-Pasre or WALLPAPER-Paste UNCOOKED 
Metuop (Time: Ture MiNcrES) 


Mix in a large bowl: 
1 pint water 


1% cups dry wallpaper paste 


Put the water in the bowl. Using a quick stirring motion with one hand, 
pour in dry wallpaper paste with the other. Keep stirring and adding 
paste until the proper thickness is achieved. Pour into jars and stir in tem- 
pera paint for color. A drop or two of wintergreen (purchased in a drug- 
store) will disguise the odor of the mixture if it seems unpleasant. Cau- 
tion: Some wallpaper pastes have a chemical that has a mouse deterrents 


so teachers should be sure the materials do not contain chemicals harmful 
to children. 
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CookEp-SrancH Metuop (Time: TEN Minutes Pius 
CooriNG Time) 


Mix in a large bowl: 

1 cup laundry starch or cornstarch dissolved in a small amount of cold 
water 

5 cups boiling water added slowly to dissolved starch 


Cook the mixture until it is thick and glossy. Add 1 cup mild soap 
flakes. Add color in separate containers. Cool before using. 


Liguip-SrarcH Metuop (Time: None) 


Give the children a tablespoon of liquid starch. Let them shake tempera 


on with a salt shaker. (If you feel this is wasteful of the paint supply, then 
mix the color in the starch before presenting it to the children.) 


Soap-FLAKE MetHop (TIME: TEN MiNvTES) 


Mix in a small bowl: 

Soap flakes 

A small amount of water 

hite soap on dark paper, or add 


Bi il stiff with a beater. Use w 
eat until stiff with an eggbe: regen enn slight tires. 


color to the soap and use it on light-colore: 
dimensional effect. 


ished picture. If a finger painting is desired for a placemat or a book 
Cover, the teacher can use the commercial paint on that occasion. 
Finger painting may be done on paper, on trays, or directly on the 
table. Suitable paper is of a glossy variety available in 20" x 24" sizes 
from school supply companies. Shelf paper and pages from glossy mag- 
azines can be substituted. Painting directly on wet trays, heavy ems 
oilcloth, or a wet table is practical because young children gar : 
their satisfaction from the finger-painting process and ae ra the 
suing pitur Some parents have reported lent t 
a Soap-b int on the tile wall arou i 

ag the ved peat cleaned when the shower 1s turned on. These 


d the problems of 
atter i the cost of the paper an SEINS 
suggestions do save s. A suggested variation is to 


Wetting th d drying the painting: Y 
«t the child ial A the bie or tray and then make a print of his final 
, with a sheet of paper and 


*sign b ; he painted surface | 
smoothing Ead ies palm of the hand. As the paper is peeled 
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back, the transferred design is revealed. Printed newspaper gives an in- 
ing effect when used for these prints. 

c are essential if the children are to participate freely and = 
receive criticism at home for soiled clothing. Aprons are discussed in de 

tail in the section on easel painting in this chapter. Teachers can instruct 
the children to push up their sleeves. When the children wear wed 
paint-splattered aprons as they go to wash their hands, paint will ru 

off on the edge of the sink as they reach forward to turn on the water. 
The teacher can remind the children to use the sponge to wash off the 
front of the sink so that the next child using it won't get the paint on 
clothes. Children frequently enjoy the cleanup as much as or more than 
the painting activity. i 

Drying space for finger paintings is a problem in nearly every school. 
A folding wooden rack (a clotheshorse) such as a homemaker uses for 
drying clothes and household linen may be satisfactory, or a clothesline, 
a shelf, a table, or the floor can be used. The children will use a great 
deal of paint if the amount is not limited by the teacher. The paintings 
will be excessively wet and may have to be laid flat to dry. Drying areas 
should be protected by a layer of newspaper, because the starch mate- 
rial used to make finger paints sticks like glue and is therefore difficult 
to clean up. When the teacher plans ahead, cleaning up after finger 
painting is not difficult. 

If the children paint on trays or on the table, a container to hold the 
used paint may be necessary. A rubber spatula or a wooden tongue 
blade from the nurse’s station is useful for scraping up paint. Trays and 
plastic table coverings are readily washed under the faucet. 

When the teacher establishes a routine and has everything ready be- 
fore the children arrive, the finger-paint project will go smoothly. Mate- 
rials can be organized in an assembly-line fashion. For example, a table 
should contain a stack of glossy paper stacked upside down so that 
names can be written on the back, a dark crayon for writing names, 2 
dishpan with enough water for wetting the paper, and sponges and à 
bucket of water for cleaning up. With guidance from the teacher the 


children can learn to handle the preparation and drying of their finger- 
painting paper themselves. 


Teachers commonly com 
that children or furnishing 
tion eliminates some of the 
it helps to cover the table 
one child uses a large am 
Paper, yo 


plain that finger paints are “too messy" OF 
S get paint all over them. Careful organiza- 
se complaints. To minimize messy problems, 
with several layers of newspaper; then when 


é : e 
ount of paint that oozes over the side of th 
u can easily prepare the place for the 
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Foot Painting 

Foot painting is a variation of finger painting that you might like to 
try on a warm spring or summer day when the children are wearing 
light shoes and shorts and you can work outside without shoes. The 
children will have the unusual experience of seeing their footprints and 
Perhaps creating designs on a paper or on the sidewalk. This project 
might create real havoc inside a classroom unless many adults are 
Present to help with shoes and other problems that do not occur out- 
doors on warm days. Outdoors the garden hose can be of great help in 
cleaning up the painters’ feet and the painting area. 


Drawing 


Drawing offers children a prewriting experience. Using a tool, they 
gain experience making lines and filling in the spaces, developing small 
muscle coordination in order to control the tool. The stages discussed 
earlier also apply to this technique. Drawing is likely to be more famil- 
iar than other techniques when children enter school. 


Crayons are probably the art medium most familiar to children. If a 


child has any art material at home, surely it will be crayons. Crayons 
Bive children a medium that expresses their creativity and permits them 
to see clearly the results of the movement of the tool. In comparison 
With other media crayons make it harder for a small child to obtain 
depth of color without prolonged effort arid are therefore pecori un- 
Satisfactory. By unwrapping the paper from the crayon, the child can 
Use the side as well as the tip of the crayon. Some of the new types of 
Crayons are softer and make it easier for the child to obtain color inten- 
Sity. Children enjoy the type of crayon that is dipped in water as it is 
p~ iliar, the teacher often plans the 
Because cr s are likely to be familiar, the 
Use of this pe during JN first days of school. The teacher wants 
the children to feel at home and begin Lc ini freely. They are 
More li upon seeing materials they know. 
Chiat bd d allowed to create their own designs on newsprint, 
manila paper, or colored mimeograph paper. daten pius i 
rial tends to stifle the child's creativity and is not recommended. A 
teacher should have confidence in the child’s ability to create designs- 
—and to fill in the color within the borders. The teacher can encourage 
€xploration with various types of lines and shapes. Crayon prints can be 
Made if a flat object—a leaf, a penny, or a piece of lace—is placed under 
the Paper, which the child covers with color, using the side of the 


crayon. 
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PS 


Figure 7-10. Experience using a crayon gives practice for small motor skills. 
(University of Idaho Child Development Laboratory) 


Crayon Resist 


Crayon resist is a technique which involv 
crayon, then painting over the desi 
Especially effective is a white 
wash over Halloween 
and sixes, who wi 


es making a drawing in 
£n with a thin wash of water color. 


mpera paint. The teacher should 
€ materials before presenting them to the children. 


Felt Pens 


Felt pens come in many colors and some have washable ink, making 
them appropriate for use with young children. Though these are a more 
€xpensive medium, they may well encourage learning activity by some 
children who are not happy with other media. The colors are intense 
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and come off easily. Teaching children to cap their pens tightly after use 
will help make the ink last longer. 


Chalk 

Using chalk on the chalkboard gives the child another drawing me- 
dium. It, too, is a worthwhile prewriting experience. A chalkboard can 
be made from a wall or a piece of plywood or heavy cardboard painted 
with blackboard paint. (It need not be black.) Chalks in many colors 
are available. Children will enjoy the large soft chalk called pastels 
because the color comes off readily. Pastels come in bright colors and 
are about 4 inches long and an inch thick. Blackboard chalk is much 
harder. 

Wet chalk can provide a creative experience wherein the pastel chalks 

(mentioned above) are used on wet manila construction paper. Wrap- 
Ping-paper murals are interesting when done with this chalk. The paper 
is dipped in water; then the child draws with the chalk. A starchy water 
is sometimes used to moisten the paper and gives a shiny effect when 
dry. Because of the size of the chalk the children are able to make large 
motions and large objects in their drawings. Children like this medium 
because they get deep color quickly. Pastels also work well for making 
S using large paper tacked to the wall or spread on the floor or a 
table. 
The children will need aprons. They occasionally see wet chalk as 
another finger paint. The table is more easily cleaned up if it is covered 
with newspaper. A drying area is required. Care should be taken when 
you are sending chalk drawings home, because chalk will rub off on 
clothing and car upholstery, making parents unhappy. It is sometimes 
convenient to roll the drawings and secure them with a rubberband. 


Gluing, Cutting, and Tearing 


A collage is an artistic composition of fragment f paper and c 
Material, The word comes from a French word meaning gluing.” The 
OPportunity to be creative with odds and ends of “junk” is very popular 
with young children. They develop skills while using the scissors, glue 

Ottles, and paste brushes. They develop eye-hand coordination; a sense 
Of balance, size, color, and proportion; and a sense of the third dimen- 
sion (depth). : 

The collage invites creativity even by adults because they acquire a 
habit of seeing a creative use for many things one might throw away. 
What can be done with those colorful bags that department stores put 
your purchases in? Those perfume and makeup boxes? Or the towel 
and toilet paper rolls? Your roommate or spouse will probably be dis- 
Mayed as you hoard such “junk” for creative art activities, so plan early 


s of paper and other 
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to organize the materials and minimize the fire hazard and the rii 
In a time of high costs and pollution, recycling is of increasing Es S 
tance—and you get fine materials for children's art activities "cpu 
cost. Art made by using clean, edible food can be costly and waste E : 
one child-care center the children who were pasting pieces of epa as 
cereal on collages might have been better off if the cereal had been 


f ; ne E á 
served to them with milk. Far better are scraps waiting to be given 
new use, so look for them. 


Tearing and Cutting 


Tearing and cutting are two methods of preparing material for the 
collage. Young children simply enjoy an opportunity to tear and cut. 
Well before children can manipulate the scissors, they are able to tear 
paper into bits. Every mother remembers a time when her child tore up 
the unread newspaper or ripped a favorite magazine. Children can be 
encouraged to tear paper for their art work. Even after they can use the 
scissors, they may like to use the tearing method to obtain certain ef- 
fects. Cutting with scissors requires finer eye-hand coordination and 
more mature motor skills than does tearing. Older children who have 
not had experience with scissors will pass through a stage of awk- 


wardness in using them. Older children benefit from suggestions as to 
how to use scissors more than do 


to need ample time to ex 
isfactory way to hold and use them. 


dren. Th 
teacher need only try to use right-handed scissors in the left hand to see 
why left-h 


see the lin 


olored handles to aid children in distinguishing 
If they are not clearly marked, the 
he handles of the left-handed scissors: 


scissors. This scissors has an extra Be 
and to fit over the child’s hand helping 

the child develop the cutting technique. 
It is interesting for children to experiment with cutting different 


lines—jagged, wavy, straight, fringed, or some combination of these- 
Kindergarteners will enjoy cuttin 


: 4 : l- 
: > 8 strips of lightweight paper and cur 
ing them with the edge of the scissors? blade. These curls may be used to 
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decorate various objects. Old magazines provide a stimulus to the 
young cutters. They can choose one type of object to look for—i.e., 
cars, food for Thanksgiving dinner, toys, animals, or babies. However, 
adults should not be surprised when they get sidetracked and cut out 
other interesting objects. 

The light weight of colored mimeograph paper makes it especially 
useful for free cutting by young children. Mimeograph paper is easier to 
fold and cut than construction paper. Also, five sheets of mimeograph 
Paper cost the same as one sheet of construction paper. Scraps of left- 
Over paper can be prepared for collage work. When the teacher plans to 
let the children practice cutting—say, hearts—squares of paper can be 
Prepared ahead of time to enable the children to get several objects per 
Page. When it is left up to the children, they will cut their object out of 
the center of the large sheet, leaving the remainder for scrap. 


Gluing or Pasting . 
Gluing or pasting is a skill children learn to help them complete their 


collages. Children may at first manipulate the paste or glue much as 
they do finger paint. They use excessive amounts when judged by adult 
standards. Using the white glue in squeeze bottles is very interesting to 
children. They often use this glue as a white paint, making designs on 
their paper. To curb this use of glue the teacher can give the children 


Figure 7-11. A wide variety of "found" materials make interesting collages. 
Children liked this “holey” paper. (Texas Woman's University Nursery School) 


l 


7? 


Apa 
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white tempera paint in plastic squeeze bottles to be used for making 
designs. Occasionally the teacher can demonstrate the amount of glue 
required by saying, “The white glue is very strong. See, it takes only a 
tiny spot to hold this big piece of paper." Sometimes such a demon- 
stration helps reduce the amount of glue children use. Because white 
glue holds more securely than paste, it is better to give children white 
glue for structures that have considerable weight or strain. When 
cherished objects fall apart, it is very frustrating to children. White glue 
can be purchased in gallon bottles, then transferred to a smaller squeeze 
bottle with a large opening, such as those used for mustard. For some 


projects white glue can be diluted with water and brushed with paste 
brushes. Some white glues wash out of clothing. a 
Paste can be made with flour and water. It can also be bought in 
quantity. Since paste dries quickly, it should be kept covered as much as 
possible. Children may like brushes or sticks to use with paste. . 
The variety of materials for collage is limited only by the imagination 
of the teacher and the children. The home, the yard, the workshop, the 
park, or construction sites are places to look for castoff materials suit- 
able for three-dimensional art projects. The teacher's role is to see that 
there is an interesting assortment of materials, and the children's crea- 
tivity will do the rest. Most of the materials can be castoffs—helping 
ease the strain on the center's budget. Labeled shoe boxes or coffee cans 


containing collage materials help keep cupboards tidy and materials 
easily obtainable. 


Suggested materials are 


1. Acorns. 
2. Bird gravel. 
3. Boxes, tubes, and egg cartons from the kitchen. 
4. Cellophane and tissue paper. 
5. Confetti. 
6. Corn—start with dry corn on the cob. Let the children shell it. 
7. Cotton, cloth, wool, yarn, and fur. 
8. Cupcake papers and candy cups from boxed candy. 
9. Doilies (paper). 
10 


- Eggshells—colored or white, to cover collages or to be glued to 
bottles for vases. 


11. Excelsior or other packing material. 

12. Feathers. 

13. Glitter. 

14. Grass, twigs, leaves, flowers. 

- Gummed paper, stamps, and holiday stickers. 
- Magazines and catalogs. 


17. Match sticks, tooth 


va Picks, popsicle sticks, or tongue blades. 


aper cups—the cone-shaped cups are especially interesting. 


CREATIVE ART ACTIVITIES 163 


19. Paper scraps, construction paper, wrapping paper, holiday cards. 
foils, wallpaper, corrugated paper. d 

20. Nutshells. 

21. Precut shapes—hearts, diamonds, squares, triangles, and circles. 

22. Sawdust and wood shavings. 

23. Salt or sand colored ‘with tempera. 

24. Spools and wood pieces. 

25. Straws (drinking) or wheat straw. 

26. Strips of newspaper or magazines. 

27. Styrofoam curls and pieces. 

28. Wire and pipe cleaners. 


Three-Dimensional Art 
Sculptures made with three-dimensional materials form another type 


of collage. Box art is one form; the children create their structures from 
an assortment of disposable containers, such as boxes and tubes. Scraps 
of wood offer another texture and can be glued together to form sculp- 
tures. Wood scraps can be obtained from carpentry and cabinet shops. 
White glue is essential for these structures. After drying, these art ob- 


jects can be painted. 


Figure 7-12. Wooden pieces and plastic can lids make interesting sculptures 
and give children three dimensional experience. (University of Minnesota Tech- 


nical College Child Development Laboratory) 


EE = - "i 
oe TF - 


164 THE CURRICULUM OF THE NURSERY SCHOOL AND KINDERGARTEN 
Modeling 


Plastic modeling materials give children another medium for creative 
self-expression. The form changes as the child uses the material. cud 
rial such as ceramic clay, play dough, plasticene, salt ceramic, silly 
putty," sawdust with wheat paste, and sand are common materials for 
modeling. Children enjoy the opportunity to be messy with these mate- 
rials. Children can change the material and can add or subtract from 
the amount. They can experiment with shapes—forming the same piece 
first into a long worm, then into a flat pancake. There is opportunity to 
pound and squeeze, which may help a child work out hostile or aggres- 
sive feelings. Children imitate and socialize during the activity. While 
enjoying the “gushy” mixture of clay and water, Kim said, “I’m making 
chocolate soup.” 

The products will be quite primitive. The same stages apply in model- 
ing as in drawing. The teacher and the parents will have to be content 
with simple products. Most teachers of young children make no attempt 


to save the products. Firing of children’s clay products is usually disap- 
pointing. 


Ceramic Clay 


Ceramic clay—sometimes called mud clay—will attract children, 
especially if the teacher works at the table with them. A visit to an art 
center to see a potter at work offers an opportunity to observe the rela- 
tionship of the potter’s work to familiar vases, pitchers, and plates. 
Such a visit will encourage many nonparticipators to use this "messy 
medium. 

The teacher should provide modeling materials in good condition. It 
helps for adults to manipulate the clay to be sure that it is soft enough 
for the children to use. Sitting with the children and manipulating the 
clay in the manner that they are using it is best. Avoid making models 


for children, for this invites them to become spectators and does not ful- 
fill goals for individual development. 


Ceramic clay may be pu 
that must be mixed with 
clay or allow you to pre 
and reused. If it becom 


sonite and l 15 inches 
square. Covering the table with e ould be abant 
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down makes a good working surface. The covering is simply hung to 
dry until the next clay experience. The children need no tools. A tongue 
blade from the nurse’s station is useful for scraping clay up from the 
board. Aprons for the children are important. 


Play Dough 


Play dough provides many of the same experiences as clay. However, 
most children do not think of dough as being dirty, as they do clay. 
Therefore they do not have the inhibitions they may have in working 
with clay. They are inclined to play at being cooks, saying, “I’m making 
cookies.” If cookies or pancakes have been recent group projects, this 
experience may be played out with the play dough. 

The play dough can be made with little difficulty. The homemade 
varieties are usually superior to commercial doughs and are, of course, 
cheaper. Teachers should test the consistency of the doughs they give 
the children. Play dough should be soft and moist enough so that the 
child can readily manipulate it. The salt content should be low, so that 
the dough does not dry out the child’s hands. Additional flour may be 


Figure 7-13. Easy to make playdough is a favorite of many. (Texas Tech 
University Kindergarten) 


Figure 7-14. This girl care- 
fully spaces cutters on her 
playdough. (Nazarene Child 
Care Center, Lansing, 
Michigan) 


required if the dough is sticky. Cutters, rolling pins, and plates may add 
to the child’s enjoyment. Mothers appreciate play dough recipes be- 


cause play dough is a good home activity. Play dough is easily cleaned 
up and makes a good gift. 


RECIPES FOR PLAY DOUGH 


Uncookep Pray DouGu 


Mix in a large bowl: 

2 cups flour 

1 cup salt 

6 teaspoons alum (from grocery store) 

2 tablespoons salad oil 

1 cup water plus desired color (vegetable color or tempera paint) 
This recipe is simple enou 

teacher make it. Of course, | 

in a plastic bag, 

166 


gh so that a group of children can help the 


et them use the dough immediately. If stored 
it will keep several weeks. 
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Cookep PLay DovcH 


- Mix in a large bowl: 
1 cup flour 

Ya cup cornstarch 

1 cup water 

Boil in a pan: 

4 cups water 


1 cup salt 
3. Slowly pour the boiling water into the bowl mixture until they are 


mixed thoroughly. The mixture will have a white-sauce appearance. 
Then put this mixture back in the pan, cook it over low heat, stirring, 
until it is thickened and stands stiff. Cooking time: 10-15 minutes. 


4. Cool. 

5. Stir in 4 to 5 cups of flour until a dough consistency is obtained. More 
flour may have to be added to make the dough workable. 

6. Then knead in as much flour as is required to obtain a good, pliable, 
soft, but not sticky, consistency. 

7. Store the dough in a plastic bag. Refrigerate it for best keeping. Allow 
it to warm before using it. If it becomes sticky, add flour. Children 


enjoy working in flour. Makes 15-20 medium-sized balls. 


N 


“Suzy Purry” 


Mix in a large bowl: 
2 cups white glue 

1% cups liquid starch or cornstarch 
Add desired Vegetable coloring 


SALT CERAMIC 


. Heat in a saucepan until boiling: 
2 cups salt 
43 cup water 


2. Add while stirring quickly: 
1 cup cornstarch dissolved in 2 cup cold water 

3. Mix with the hands. The mixture may need a few more drops of water 
to make pliable dough. Use it to make a child’s handprint, tree decora- 


tions, or beads. Hardens at room temperature in two days. Can be 
, 


painted. 


SAwpusr DouGH 


Mix in a large bowl: 
Wallpaper paste with water ] 
Add sawdust until dough consistency 1s produced. 

Let figures dry thoroughly for several days. Paint or shellac. 
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Plasticene 

Plasticene is a commercial plastic medium. It is less useful for young 
children than the materials previously discussed. However, it introduces 
some variety for the children if offered occasionally. The plasticene 
must be warm to be malleable for small hands. The teacher may set it 
near a radiator or work it in his or her own hands before offering it 
to the children. Variety and art stores sell plasticene. 


Sand 


Sand can be provided indoors in a sand table or outdoors in the yard. 
It lends itself to quiet, individual creative play or to creative group in- 
teraction. Older children develop themes and carry them out coopera- 
tively. Sand should be of beach quality and clean. It should be kept 
moist so the children can pack it tightly into molds or tunnels and so it 
won't fly into hair and eyes. Plenty of shovels should be available. 
Sifters and containers to fill are popular. Kitchen cast-offs, such as pans 
and cans, encourage the playing of homemaker roles. Small cars or 
trucks or chunks of wood to substitute for cars will stimulate road 
building. When used indoors, sand may damage floor coverings and 
finishes. The sand table can be located on a cement floor if available. 


Firm rules (limits) regarding proper conduct around the sand should be 
established from the beginning. Avoid overcrowding. 


Building 


se of the creative opportunities they 
cussed in other chapters because of their 

to concept building, and to dramatic 
whole child" learns when playing with 
d minute small-motor coordinations will 


Carpentry 


Carpentry is a creative medi 
Portunities to develop large a 
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Figure 7-15. Children’s art, artistically displayed, makes colorful wall in 
children’s school. (Montessori School of East Lansing) 


must be carefully set by the teacher. Supervising and limiting the 
number of children at work around the carpentry table are important 
Safety precautions. . 
The use of glue in place of hammering can satisfy children who like 
to use wood but don't like to hammer. Paints can be available to paint 
the products. Of course, outdoors is the best place for this noisy activ- 
ity. A separate indoor space with acoustical tile can, however, be pre- 
Pared for young carpenters, and other quiet activities can still be en- 


joyed in the playroom. 


Conclusion 


potential that integrates physical, mental, so- 
h. Creativity is fostered in good schools for 
ing, and open environment and 


Creativity is a human 
cial, and emotional growt 


young children by a free, flexible, acceptin 
by teachers who are openly discovering, inventing, and creating. Many 


activities have been suggested to help start the teacher toward creative 
teaching. For neither the children nor the teacher are patterns pre- 
Sented—only raw materials have been suggested and the reassurance 


that “you can do it.” 


In addition to the op. 


portunity for creative self-expression, the child is 
Practicing many small motor skills, eye-hand co 


ordination, left-to-right 
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progression, and whole-part relationships, all of which are foundations 
for later reading and writing. The first, opportunity for self-expression 
should be enough to sell an art program, but the additional benefits fur- 
ther strengthen the reasons for providing art activities. 
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Fostering 
Cognitive 
Growth Through 


the Sciences 


« Y] 


m 


one is mine if you put them all together?” asked four-year-old Sandra as 
she helped her teacher arrange the cups of newly-planted pumpkin seeds 


on the window sill. 

“If all the people in the st 
BIG!” exclaimed four-year-old Josh. 

“We have these kinds of flowers in our back yard,’ 
Tina. “Snap dragons like to be squeezed and go POP!” she exclaimed, 
clapping her hands together. 

Questions and comments | 
early childhood centers. Sand 
using his ability to reason, and Tin 
Paring. Each child is functioning cognitively. 


ate lived in one house it would have to be 


* said five-year-old 


ike these flow naturally in high-quality 
ra is extending her information, Josh is 
a is remembering, relating, and com- 


Cognitive Functioning: A Definition 


mes from the Latin word cognoscere which 
Means “to know." Cognitive functioning can be thought of as the act or 
Process of knowing, including awareness and judgment. Some call cog- 
nitive functioning mental or intellectual functioning. Cognitive develop- 
ment refers to the increased depth and breadth of intellectual or mental 
functioning which occurs as the individual matures. The brain is the 
center for cognitive functioning—storing and utilizing information 
Bained through the five sensory modes—seeing, hearing, touching, tast- 
ing, and smelling. Some researchers describe the brain as functioning 
like a giant computer; yet, the brain performs feats that computers are 


not now capable of performing. 


The word cognitive co 
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Cognitive Development Linked with 
Other Development 


Physiological conditions, including genetic inheritance, — «d 
velopment of the brain from the moment of conception. 1 ps peel 
trition, both prenatally and postnatally, restricted, or no rug à s 
the absence of disease, or damage to mother and child set the stag 
the healthy child with a well developed brain. "e 
As the infant matures, learning takes place following sensory stim wi 
tion from people, things, and activity in the environment. ce t 
aspects influence the infant's cognitive functioning. The loving an bird 
porting interaction the child experiences with parents and es AT if 
fluences the child's level of autonomy and developing concept of sell. 
Information is perceived through the senses and is stored in the e 

The brain is intricately involved with the development of motor ski s 
also. Moving the body involves many levels of knowing and vere 
by the brain. The right hemisphere of the brain controls the left s "€ 
the body, and the left hemisphere of the brain controls the right side 
the body. 

Duele the preschool years, “The connection between the two aine 
Spheres of the brain is less complete than it will be after 7 or 8 years i 
age. In order to develop both sides of the brain fully during the ame 
before much intercommunication occurs, it is recommended that chi 
dren have abundant music, rhythmic exercises, movement ipn pe 
art materials, and other right-hemisphere-related experiences, as well a 
those more pertinent to the left hemisphere, such as speaking, reading, 
and counting." 1 

er aspects of brain develo 


Oth pment and functioning are discussed in 
Chapters 7 and 10. The left- 


dominant functioning is called verbal- 


1 Mollie S. Smart and Russell S 
York: Macmillan Publishing Co., 
? For an interesting analysis see Thomas Banville, “Brain 


Voltage Topic,” in Early Years, 10:2 (Sept. 1979), P 
(October 1979), pp. 38-41, 


mart, Children: Development and Relationships. (New 
Inc., 1977), p. 224, 


“‘Hemisphericity’: A P 
P- 51-53, and continued in Vol. 10: 


Figure 8 -la,b,c. 


; Discovering your sh. 
it, all are Part of 


EE , t 
s adow, touching it, and telling others abou 
science for this child, 
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The research into, and suggested applications of brain mapping e 
still in the formative stage, yet they seem to have implications r 
parents and teachers of young children. One thing experienced early 
childhood educators can readily appreciate is the variety of cognitive 
styles in young children. They’ve usually called it individuality. uo: 
day a teacher sees children like Tina in our opening anecdote who said, 
“We have these kinds of flowers in our back yard,” and is operating in 
a left hemisphere or analytical mode. Teachers also have children like 
Josh who appears to get the whole picture when he says, “If all the peo- 
ple in the state lived in one house it would have to be BIG! The 
challenge is to stimulate both hemispheres of each child's brain and help 
each one use the style appropriate for each new situation. 


Goals for Children's Cognitive Growth 


Fostering children's cognitive growth in the early years is very impor- 
tant. By reviewing the developmental tasks in Chapter 2 you will note 
the cognitive component in each one. Developing and utilizing chil- 
dren's curiosity are prime objectives. Encouraging children to think, 


reason, infer, and generalize is desirable. Briefly, the children are learn- 
ing 


1. to understand the world around them. 

2. to understand people and things. 

3. to understand their bodies and feelings, and how to care for them- 
selves. 

4. to symbolize—using language and forms to communicate. 

5. to make choices and decisions, and grow in independence. 

6 


. to do what is right according to values of the local, national, and 
global community. 


Landreth's Types of Intellectual Operations 
According to Landreth, 

types of intellectual operati 

1. They may perceive or recognize a problem: cognition. 

2. They may be able to retain what is recognized and recall it: memory- 


3. They may use the information Perceived and retained to find the one 
right answer: convergent thinking. 


4. They may take off from infor 
novel, a different kind of answi 


children may be capable of five different 
ons: 


mation already possessed, seeking 4 
er: divergent thinking. 


FOSTERING COGNITIVE GROWTH THROUGH THE SCIENCES 175 


5. They may evaluate critically the solution hit upon, perhaps sensing a 
deficiency in their problem solving and trying to correct it: evalua- 
tive thinking.3 

The teacher will plan learning experiences to foster each of these five 

operations. 

If teachers and parents hope to stimulate learning meaningfully they 
must determine their children’s concerns by observing and listening. 
Adults willingly help the child organize knowledge in meaningful ways. 
Children are accepted and not ridiculed for their lack of knowledge. 
They are supported in their need to learn from firsthand experience. 
Selecting and planning experiences to satisfy children’s mental needs are 
important in both the home and the school. 


Piaget’s Stages of Mental Growth 


In recent years the work of Jean Piaget, the Swiss child psychologist, 
has received considerable attention from early childhood educators and 
Psychologists. Many of Piaget’s observations began as he watched the 
development of his own three youngsters. His observations and research 
have been carried on for many years. Piaget has described four stages of 
cognitive or intellectual development.* Two of these stages are of major 
interest to those who are caring for and teaching young children in 
homes, child care centers, nursery schools, and kindergartens. 

Table 8—1 is a conceptualization of Piaget’s stages. It indicates a few 
important characteristics of each stage and helps you think of each 
Stage as an undergirding support for the next and ensuing stages, an im- 
Portant concept in human development. For progression from infancy 


upward, read the table from bottom to top. 


Sensorimotor . : , 
Piaget called the earliest stage sensorimotor. This label and stage link 


movement with stimuli perceived through the senses. The stage includes 
the months from birth to age two. This period is one in which the child 
learns to control the body in space. It is a period of reflexes and a 
Period when intelligence exists without language or symbols. During 
these first two years the infant or toddler learns by exploring space bod- 
ily and by handling objects and exploring them through touching, tast- 


ing, seeing, hearing, and smelling. 


3 Catherine Landreth, Early Childhood: Behavior and Learning (New York: Knopf, 


1967), pp. 258-259. 
ii Clodii S The Psychology of Intelligence (London: Routledge and Kegan Paul, 


1950) for additional details of Piaget's theory. 
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Table 8-1. Summary of Piaget’s Stages of Intellectual Development. 
Ages 


15 Stage 4 
14 FORMAL OPERATIONS 
13 Te 
Abstract thinking 
12 
"ME, cessent HR CR RN RU ARRA 
10 CONCRETE OPERATIONS 
Conservation begins 
2 Learns to take another's view 
More socialized thinking 
8 Reversibility emerges 
7 akc al etek hae ED Ae S UT Dat aed ex? 
PREOPERATIONAL 
6 Judges on the basis of perception 
Classification begins 
2 Seriation begins 
4 Language used in thinking 
Egocentric 
Reasons from particular to particulor 
3 Personal experience required to learn 
2 Sea eh ceca ee Nor DTA wt ere NM D 
1 SENSORIMOTOR Learns to control body in space 
Intelligence exists without language 
0 
Preoperational 


The preoperational Stage, Piaget's second stage, follows the e 
sorimotor stage. As the labei implies, it is the period prior to logica 


thinking or operations. It lasts approximately from ages two years tO 
seven years. 


The preoperational is a self- 
viewing their surroundings onl 
requires experiences with real 
told about things. The child no 
present. You can observe exa 
family, pet, or worker roles i 

Piaget says a child receives 
the stimuli with whatever pr 
called assimilation, For exam 


centered or ego-centered stage, children 
y in terms of themselves. Their learning 
objects and things as opposed to being 
W begins to think of things that are not 
mples of this as you watch children play 
n dramatic play. 


TESTE ; n 
stimuli from the environment and acts 0 


S heavier and more harmful to themselves a 
ey must learn some new behavior; for example, 
putting the discs over th 
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Boing to leave,” and be correct. Or the child can be incorrect, like four- 
year-old Cindy whose mother told her that the new baby would arrive 
"when cantaloupe are ready to eat." This was the mother's effort to 
relate the time of the birth in the future to something she knew the child 
liked about summer. However, she found her daughter expecting the 
baby immediately when the first imported cantaloupe appeared in the 
Brocery in the spring. The child was reasoning that cantaloupe would 
cause the baby's arrival. 

Cindy, as a preoperational child, uses her perception of how things 
look rather than complex reasoning to provide her knowledge. Cross 
mothers, teachers, or neighbors are believed by Cindy to dislike her— 
that's the way their behavior appears to her and no amount of reason- 
ing will change her mind. 

In this stage young children begin to classify objects according to 
Some criterion. After sorting objects according to one criterion, they 
cannot shift and classify according to another. For example, after sort- 
ing beads according to color, they will not be able to cancel that percep- 
tion and re-sort the beads according to shape. According to this finding, 
we would only confuse children by presenting them multifaceted prob- 
lems when they are in this stage of development. 


Concrete Operations ; : 
The third stage in Piaget's scheme is called concrete operations. Now 


the child can reason logically about things and ideas. This stage occurs 
from the seventh to the eleventh year and is generally beyond the pre- 
School child's capabilities. In this stage the school-age child learns to 
take another's view. He learns that substance, weight, length, area, and 
Numbers remain the same regardless of changes in position. Piaget 
called this process conservation. The classic experiment that is simple 
for anyone to try is to show the child liquid in a tall glass, then pour it 
into a squat one and ask the child which glass has the most liquid. Dur- 
ing the preschool years the child says the tall one has the most, while 
during the period of seven to eleven years he is said to conserve when 
he reasons that changing the size of the container doesn’t change the 
amoun iquid. 

hig ceed the aspect of reversibility in flexible and controlled 
thought, which, he says, emerges when the child is from seven to eleven 
years old. Now the child can think of an act and think it undone. For 
example, Juanita can stand in the kitchen door in her muddy boots and 
think of the muddy tracks she'll make if she enters and walks across the 
floor. She can mentally think of her deed undone (tracks removed). 
During the early years (0—6) she cannot do this much reasoning. If you 
ask her after she walks across the floor, "Did you make those tracks on 
the floor?" She may deny it honestly, being unable to reverse her 
thoughts or think about the floor when it was clean. By placing re- 
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Figure 8-2. Comparing things by using scales is a process of experimenting es- 


sential to science. (University of Michigan-Dearborn Child Development Center) 


versibility in his older age bracket Piaget helps us understand that our 
young children are generally unable to do the mental scheming E 
Sometimes is attributed to them. For example, when three-year-ol 

Billy’s mother says, *He's flattering me so Pll let him play with his bat- 


tery car," it is highly improbable that Billy is sophisticated enough to 
have schemed in that way. 


Formal Operations 

Piaget's fourth stage is called 
around the eleventh year and con 
cents can think about their own 
could be as well as what is, som 


formal operations. This stage begins 
tinues through maturity. Now adoles- 
thinking. They can think about what 
ething they could not do earlier. They 
can now think about and deal with concepts in the abstract. At a pee 
sonal level, for example, they can understand their bank account an 

the amount of money they have available. They do not have to have 
their bank book in their pocket to know when they have funds for a 
certain need. A young child whose favorite toy or security blanket is left 


at grandmother’s can’t reason that it is safe. He or she must have it in 
hand to be sure. 


Clearly stages three and four are far out of the range of early child- 
hood education, but they are presented here because our understanding 
and designing of programs for the development and education of young 
children will be 


aided. The sensorimotor and preoperational stages are 
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of concern to us in our planning. Being familiar with the more advanced 
stages helps us know what is too complicated for our young children. 
Piaget’s work is helpful to teachers because it guides us in setting expec- 
tations for children. We understand that the child is the center of his or 
her reasoning universe. We realize that we should not be critical of the 
child for being self-centered; it is simply part of being a young child. 
Knowing future stages we can provide experiences that will help the 
child move comfortably into advanced stages when he or she is ready. 

Piaget, like most researchers, sets age brackets cautiously knowing 
that many deviations from what appears “normal” in research are still 
normal for a particular child. Because no child is 100 percent consistent 
in a behavior, it is unwise to say, “Johnny always does. . .” It is even 
more unwise to say, “All children do" so and so. : 

Piaget himself has suggested that it is foolish to set out deliberately to 
"teach" these stages. He thinks they evolve from children's step-by-step 
development as they use things and socialize in their environment. 
When he was asked whether teachers should present the same types of 
tasks to children that he did in his research, Piaget said, "if the aim is to 
accelerate the development of these operations, it is idiotic.” 5 

Kamii, after many experiments and attempts to build a Piaget-type 
curriculum for nursery school, has said, “I found in Piaget's theory 
many reasons why dramatic play, painting, block building, paper fold- 
ing, Jello-O making, etc., were so relevant to education. The more I 
studied Piaget’s theory, the more I came to respect the intuitive wisdom 


T. 9$ 
of the traditional nursery school. 


What Is Science For Young Children? 


Science can be defined as systematized knowledge. In the adult world, 
knowledge is grouped into the physical, natural, biological, and social 


Sciences, literature, music, mathematics, and the arts. ies are human- 
made systems. All have important concepts for young children. 
It has been said that the university curriculum can become the curric- 
ulum for the nursery school or the kindergarten. The teacher needs a 
liberal education to teach the concepts and to appreciate the meaning of 
those concepts for the child and the society. No matter how extensive a 
teacher’s education, children will raise questions to which a teacher 
will answer, ‘‘Let’s find out," or "Let's go and look that up. There 


5 Eleanore Duckworth, "Piaget Takes a Teacher's Look," Learning, 2:2 (October 
1973), p. 22 
GE icati i "s Theory to the Conceptualization of a 
* Constance Kamii, “An Application of Piaget's Theory 
LESE ni an " The B School in Action, ed. Ronald K. Parker (Boston: Allyn 


and Bacon, Inc. 1972), p. 119. 
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will be surprises. Today's children have amazing bits and pieces of in- 
formation they are trying to fit into meaningful packages. Brad, for ex- 
ample, thought Juarez, Mexico, had something to do with war because 
of the way it was pronounced in Spanish. 

Teachers are faced with words, concepts, and feelings that they have 
never experienced. Educated parents, television, and travel are all fac- 
tors contributing to the breadth of a child's knowledge. One boy's I'm 
going to be an ichthyologist,” sent the teacher scurrying to a dic- 
tionary. Many teachers have drawn on concepts from biology class to 
respond to "Was I in my mommy's stomach before I got borned? 
"Today is Hanukkah" need not embarrass a teacher who has studied 
the world's great religions in humanities classes. 


What Does the Teacher Consider 
When Planning Science Education? 


Children's Needs and Interests 


The teacher begins with the children assessing continuously what they 
know and what they want and need to know. At first, plans are based 
on general knowledge of young children. As the teacher gets to know 
the group personally, plans are individualized. 

A building-block approach is used that lays a firm foundation, then 
continues building, one block at a time. No chimneys are built before 
the basement is dug. The children become personally and actively in- 
volved in their own education. They are helped to find concrete ways of 
relating new knowledge to what they already know. Learning takes 
time and lots of repetition. This is a trying-it-out experimental labora- 
tory approach. Children are more likely to understand and remember 
information that they discover themselves. 

Without a teacher's continuous thought and evaluation there is real 
danger that only limited mental stimulation will take place in schools 
for young children. It is true, as some teachers argue, that spontaneous 
and incidental events should be valued highly for their learning poten- 
tial. However, to rely entirely on Spontaneous events for an entire pro- 
gram results in missing much of importance. Planned projects may be 
temporarily postponed when children are learning from an incidenta 


event. For example, the children find a caterpillar. While other plans 
wait, this furry creature becomes the focus of learning for several days- 
The children observe how the caterpillar moves, how it eats, and finally 
how it spins a cocoon. The teacher tells about the stages of metamor- 
Phosis. Good teaching results when a teacher is able to capitalize on 4 
Spontaneous interest such as this one. It is also true, however, that 
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Figure 8-3. Talking over a discovery with the teacher helps one learn more. 
(University of South Carolina Children’s Center) 


children who do not happen to discover a caterpillar may benefit from 
being introduced to one by the teacher. The motivation may not be as 
high as when they discover something themselves, but if they are al- 
lowed to watch and hold the caterpillar the teacher brings to them, their 
knowledge will be enhanced. Later, when they find a caterpillar, they 
may recognize it and learn new facts. Knowledge is seldom a once-over- 
all-is-learned event. Each time a person confronts a concept his or her 
Previous experience helps add to its meaning, a fact that should be 
taken into consideration in-planning. Concepts worth learning should 
be introduced numerous times and in a variety of ways. Each time 
children will add new information to their storehouse of knowledge. 


Cumulative Plan 

A cumulative plan is the name given to this building-block approach 
just described. This plan is continuous, starting with a simple concept at 
the beginning of the year and adding experiences throughout the year. 
As each new experience is added, the children are helped to reflect back 
to the related experiences they have had. Six broad themes are sug- 
gested to run concurrently as cumulative plans. The themes are 


1. The child—his or her name, sex, health, safety, and relationship to 


the family, the school, the community, and the world. 
2. The community—its people, workers, institutions, and traditional 


festivals. 
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3. The world of plants—especially those the child sees every day and 
hose that provide food. 

4. The world of animals—especially those the child sees every day and 
those that provide food. . 

5. The world of machines—including vehicles and other large and 
small machines. 

6. The physical forces in the world. 


Following is a brief example of a cumulative plan as it develops in 
relation to plants in the child's world (item 3 above). In September and 
October the children pick fall crops—corn, apples, and pumpkins. They 
collect leaves and make a book of them. They plant crocuses and tulip 
bulbs in the yard and pot geraniums for their classroom. In November 
and December they make pumpkin custard and pumpkin bread and talk 
about the leaves in their book as they observe the bare branches of the 
trees. New plants are brought into the classroom to brighten it up, and 
they are compared to the geraniums. Apple sauce is made in February, 
and the children discover crocuses peeking out of the snow and recall 
having planted them in the fall. They plant seeds in the window box in 
March and plan to transplant the seedlings to the play yard or to their 
homes in the spring. Trees and shrubs are observed as they bloom and 
get their new leaves. The Beraniums are reset in the garden. The chil- 
dren plant lettuce, anticipating a salad later on. They watch a farmer 
planting corn and recall the corn they picked in the fall. From these ace 
tivities the children begin to understand the interrelatedness of their 
learning. 

Each of the six themes suggested, and perhaps others, can be devel- 


oped as a cumulative plan. Teachers in different localities would de- 
velop the sequence differently. 


Environment 


The school environment is the sec 
teacher is planning science educatio 
can stimulate the young child to wai 
challenging activities, many displays 
for experimenting will stimulate cu 
books will promote questions and provide answers. A science table or 
corner can be arranged where new Science projects begin and ongoing 
Projects continue. A special table or shelf can hold treasures children 
bring from home or yard. They can share and discuss discoveries with 
friends, 

A want-to-know attitude permeates the atmosphere. No shame fol- 
lows a mistake, as it is safe for a child to admit not knowing. Experi- 


menting is encouraged. If some idea fails to work, there is always some- 


‘ond major consideration when the 
n. The total learning environment 
nt to learn. An intriguing array O 
to look at, and materials available 
riosity. Readily available reference 
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thing else to try. The teacher encourages exchanging ideas and helping 
others answer questions. Alert teachers note questions children ask and 
plan experiences to answer those questions. The self-selection-type or- 
ganization in the classroom facilitates an individual or small group les- 
son. Such learning is more meaningful than large group lectures at this 
age. 
Teachers work with parents and encourage their participation in their 
child’s learning. Open communication invites teachers and parents to 
share the learning experiences that are available to the children. This in- 
formation better enables both teacher and parent to understand the 
child and helps parents supplement the school activities. Teachers may 
need to discuss levels of expectation with parents. The teacher may help 
One family enrich the child’s experience; while encouraging another 


family to let up on the pressure. 


Questioning the Children 


Questions have an important place in the nursery school and kin- 
dergarten. The children's questions, as well as the teacher's, must be 
held in high regard. A child's curious questioning must be encouraged. 
These questions may often be answered by peers, or after the child 
explores the environment, they may be answered by the child. Often a 
child's questions require the teacher to encourage further exploration 
rather than to answer immediately. Normally children are more enthu- 
Siastic about seeking answers to questions that they themselves are ask- 
ing. Therefore, we should encourage children to ask their own questions 
and seek answers. s : 

Questioning children skillfully is an essential technique for teachers. 
It is important for the teacher to establish communication with each 
child and to indicate recognition of each child. Teachers use ques- 
tioning to stimulate the child’s awareness of new information. Ques- 
tioning signals the child that it is his or her turn to speak and to display 
knowledge, thoughts, and feelings verbally. i i 

n planning learning activities for children, the teac x ine e at- 
tention to questioning. Many un-thought-out questions lead only to a 
"yes" or “no” answer and not at all to the goal the teacher had in 
mind, i 

Types of teachers’ questions were the subject of a research eer 

immerman and Bergan’ These researchers identified the ollowing 
Seven categories of questions based on the intellectual operations 
required by the questions. Note the similarity of these categories with 
the types of intellectual operations identified by Landreth. 

“Intellectual Operations in Teacher Ques- 


? el 
Ba A arman and John R. Bergan, 
tion-Asking nt Merrill-Palmer Quarterly, 17:1 (January 1971), pp. 19-26. 
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1. Perceptual—questions concerning the characteristics of objects; e.g. 
“What (shape, color, size) is your name tag?" 

2. Cognitive—questions about comprehension or knowledge; e.g. 
“What’s wrong with this (picture, wagon, shoe string)?” 

3. Memory—questions asking for the recall of information that was 
received earlier; e.g., “What did the man say he fed the (cows, 
horses, ducks, pigs)?" 

4. Divergent—questions asking for several student ideas regarding the 
presented stimulus; e.g., “What other ways can you put these (mate- 
rials, colors, shapes) together?" 

5. Convergent—questions asking for a single correct response from the 
child from a field of alternatives; e.g., “How many (mittens, chil- 
dren, shoes, fingers) do we have?" 

6. Evaluative—questions asking for student responses concerning the 
extent to which information matches criteria; e.g., "Which car went 
(faster, slower, farther)?" 

7. Other—questions that do not fit the above categories; &Bs “Would 
you like to bring the (book, puzzle, chair)?” 


The researchers found that first-grade teachers placed an unusual 
amount of emphasis on factual knowledge, thereby largely omitting 
other critical intellectual operations. Teachers who had experience and 
training in question asking gave more emphasis to teaching those intel- 
lectual skills stimulated by divergent and evaluative questions. The re- 
searchers said that questions guiding children to perceive and process 
relevant stimuli would help them become aware of the subtle sensory 
discriminations they can make in the environment. Increased motivation 
is an expected result. 

Teachers should become aware of the type of intellectual operation 
they have in mind as a learning goal and develop questioning for chil- 
dren accordingly. Caution is suggested to teachers to avoid overzealous 
concern for emphasizing every aspect of a learning activity in a single 
learning episode. Learning is never a one-session experience. We must 
realize that there will be other days to add new information and learn- 
ing. 

Eric Berne, in the book Games People Play, wrote the following 


about awareness, giving food for thought to questioners, whether 
parents or teachers. 


Awareness means the capacity to see a coffee pot and hear the birds sing i? 
one’s own way, and not the way one was taught. It may be assumed on good 
grounds that seeing and hearing have a different quality for infants than for 
grownups, and that they are more esthetic and less intellectual in the first years 
of life. A little boy sees and hears birds with delight. Then the ‘good father 
comes along and feels he should ‘share’ the experience and help his son ‘de- 
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velop.’ He says: ‘That’s a jay, and this is a sparrow.’ The moment the little boy 
is concerned with which is a jay and which is a sparrow, he can no longer see 
the birds or hear them sing. He has to see and hear them the way his father 
wants him to. Father has good reasons on his side, since few people can afford 
to go through life listening to the birds sing, and the sooner the little boy starts 
his ‘education’ the better. Maybe he will be an ornithologist when he grows up. 
A few people, however, can still see and hear in the old way. But most of the 
members of the human race have lost the capacity to be painters, poets, or 
musicians, and are not left the option of seeing and hearing directly even if they 
can afford to; they must get it second hand. The recovery of this ability is called 


here ‘awareness. 8 


Suggested Science Experiences 


Understanding Oneself and Others 


d others involves intellectual, 


Developing understanding of oneself an 
at must receive prime time in 


social, physical, and emotional learning th 
schools. Feelings of self-worth are invariably linked to the individual's 
Success in school and throughout life. The school should seek to build 
children’s feeling of self-importance, their feelings of autonomy, their 
skill in dealing with the expectations of home and school, and their 
ability to express themselves through words and deeds. Teachers should 
think of the child’s self-concept as a subject for study throughout the 


school years. f ] 
The total environment of the school shoùld be designed to offer chil- 
inimum of frustration. Equipment 


dren a maximum of success and a m 1 
is child-sized and it works. Little is off limits or has to be protected. The 
teacher-pupil ratio assures each child a teacher who has time for him or 


her as an individual. The expectations of the school are individually 


based and developmentally sound. 


The Psychological Self 
‘That means me!” exc 
Name on a list. The answer t 


laimed five-year-old Anna as she found her 
o the question of "Who am I?" begins 


When Anna knows her name. The school helps children learn their per- 
Sonal symbol by using names in conversation, by making children name 
tags, and by writing their names on their products and on their lockers. 
Children's self-images are formed largely from how they think others 
feel toward them. In the free-flowing small groups that are typical in 
Schools for young children the teacher can help each child learn that she 


poe Berne, Games People Play (London: Andre Deutch Ltd., 1966), p. 178. 
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or he is a creative, intelligent, important member of the group. “Mary is 
smiling, she is glad you gave her some clay, Ted." The teacher's com- 
ment helps Ted learn that he can make changes in situations—that he 
can act as well as be acted upon. “Just tell Jack you aren't through” 
helps a shy child, Sara, defend her rights and moves her a step toward 
self-confidence in dealing with peers. 

Teachers can become effective listeners, and through their responses 
to children's conversation they can help children understand their own 
feelings. The teacher frequently hears a child's opinion about how other 
significant people (parents, siblings, children, teachers) feel toward him. 
If Leo says, “My daddy hates me,” the typical adult wants to say 
quickly, “Oh, all daddies love their little boys," and change the subject 
to something more pleasant. The child notes at once that the teacher 
doesn’t want to hear about his feelings. Leo guesses that she is really on 
his daddy’s side. He bottles up his feelings. However, the teacher could 
respond to *My daddy hates me" with “Tell me about it." If she could 
use the tone of voice that she would use if Leo had said *My daddy has 
red hair,” then Leo might feel free to discuss his thought and feelings 
Through a discussion he would become more able to cope with his situ- 
ation. When the teacher serves as a sounding board without taking sides 
or making judgments, she may discover that she needs to work more 
closely with families or make referrals. 


The Physical Self 


“How do I look?” is a question regarding the physical self that can 
best be answered by a look in the mirror. Each classroom should have 4 
high-quality, full-length mirror placed in a strategic spot. Many homes 
do not have a low mirror and some have no mirrors at all. Children 
may literally not have seen themselves. With a good mirror children can 
admire the way they look, see smudges on their faces, straighten the 
firefighter’s hats they’re wearing, or adjust dress-up clothes before 
eee a dance. Mirrors over lavatories are useful but show only the 
ace. 

Photographs, too, make a significant contribution to the child's un- 
derstanding of physical appearance. A child's picture can be used over 
his or her locker to identify personal space. Group photos hung at the 
children's eye level can be used to decorate the room. Our Very Own 
Story Book can be made using individual photos on 10" x 12" tagboard 
pages put together with notebook rings. Exclamations such as "That's 
you!” and "That's me!” will continue throughout the year and show 
the continued satisfaction the children receive from having pictures O 
themselves continuously available to them. 

, Attendance charts can become more graphically symbolic and mean- 
ingful for the children. Figure 8-4 is an example of a chart that shows 
the names of the children present. The children learn the concepts O 
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Attendance Chart 


AAMAR AA 


John Nancy 


Figure 8-4. A chart placed on a low bulletin board will encourage children to 
count, to read names, to differentiate between symbols, and to understand the 
concept of being absent or present. The dolls are made of a double thickness of 
colored paper. A thumb tack inserted between the layers before the two layers 
are glued together makes the dolls easy to move on the board. A piece of mask- 
ing tape under the tack makes the dolls more durable. 


Present and absent. They often learn to read the names and count the 
number of children. 

Children talk freely about their ages. They are proud to become four, 
or five, or six. However, they may worry about their size. One petite 
five-year-old girl began quizzing her mother at length about midgets. 
The mother learned through their discussion that her daughter believed 
she might never grow up because she was the smallest in her class. An 
observant five-year-old boy was heard to say as he stood beside a three- 
year-old playmate, “Well, you're taller but Pm older." Occasionally 
being the tallest or the smallest in a group Is cause for deep concern to a 
child. Teachers should sense whether it bothers a tall child to be chosen 
frequently to reach something “because you are tallest.” Teachers can 
likewise observe a child’s reaction to being chosen to ride in the baby 
Carriage “because you're the smallest.” The child’s size may be a fact 
the child would like to discuss but might not enjoy having group atten- 
tion focused upon. Any comparisons that unnecessarily cause one child 
to feel inferior to another should be avoided. To help a child build a 
Positive self-image, teachers should avoid comparing children on the 


e 
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basis of tallest-shortest, biggest-smallest, oldest-youngest, fastest-slowest, 
best-worst, or prettiest-ugliest. 

Many opportunities arise to teach about growing. Children get new 
shoes because their old ones are too small. New teeth replace baby 
teeth. Hair and fingernails require cutting. Because children seem to 
want to grow, teachers should use any cue to enlighten or reassure 
children about growing. 

The child’s actual motor skills are an important part of the self-con- 
cept. Also the way a child compares his motor capabilities to those of 
peers is important. Development of large and small motor skills is fos- 
tered in good schools for children under six. For example, Jeff was the 
oldest and tallest child in a four-year-old group. He was one of several 
children trying a new rope swing that required standing on the packing 
box, holding on to the rope, swinging away from the box, and dropping 
to the ground. Jeff hesitated, obviously afraid but wanting to try it. By 
explaining the sequential steps to him and protecting him while he prac- 
ticed, the teacher helped him constructively solve his dilemma. He grew 
in his self-confidence as he practiced his new skill. 


Sex Role Identification 


Another important aspect of the child’s self-concept is sex role iden- 
tification. Most children are happy with their own sex, and the teacher 
should help a child to play and understand the concept of maleness and 
femaleness. Feelings regarding sexuality are laid in the early years. Oc 
casionally teachers need to work with parents who seem to be unaccept- 
ing of the child's sex so that parents’ negative attitudes will not harm 
the child's self-concept. 

Unisex is common in preschools, with all activities and equipment 
being used equally by boys and girls. Teachers should evaluate books 
and activities critically to see whether they arbitrarily assign sex roles. 
Often teachers themselves must broaden their ideas of male and female 
roles, both in society and in the family. Modern thinking has merged 
the roles into more of a single, humanistic one. 

Boys and girls under six typically share the same bathroom at school. 
Such an arrangement provides a healthy environment for learning valu- 
able sex information. Children will look at each other's bodies during 
the toileting. They will ask questions that can be answered factually. 
Their concerns over being made differently can be recognized and dis- 
cussed. Correct terms are used in discussions. Children may seek clarifi- 
cation of information they are receiving at home or elsewhere. It 1$ 
therefore necessary for the teachers and the parents to compare notes in 
order that the child is not left more confused than enlightened. 

The handling of the genitals, or masturbation, is generally a harmless 
activity and is often observed among young children. Masturbation may 
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have various meanings, so a child must be observed individually so that 
the purpose of masturbation for a given child can be discovered. Of 
course, masturbation can mean that the child is insecure and unhappy. 
However, it can also mean that the child is bored and needs more active 
play, that clothing is too tight, that there is a rash on the genitals or that 
there is a need to urinate. Teachers must have an enlightened attitude 
and avoid shaming the child—a technique that would harm the child’s 
Positive self-image. Teachers may also need to assist parents in their un- 
derstanding and handling of this behavior. 

When one child’s mother has had a new baby, the interest in the 
event can be used to help the children verbalize questions and seek an- 
swers regarding human reproduction, which they may not have had oc- 
casion to discuss before. All children enjoy hearing about when they 
were babies. Teachers can involve children in discussions that will bring 
out both information and feelings about babyhood. A recognition and 
an open discussion of the feelings children have toward their younger 
siblings or how they, as younger siblings, are treated by their older 
brothers or sisters can help children work through their jealous or am- 


bivalent feelings. 


The Family—A Part of the Self : 

The family constellation can be the subject of a great deal of learning. 
Each teacher of young children hears examples of children s confusion 
about kinship. *Is that your daddy?" is the usual question when chil- 
dren see the teacher with any man. Youthful aunts or uncles were called 


"my grandma's kids" by one five-year-old. 


i 's li ically shows a family with one boy and one 
Children's literature typically sho help children talk about 


girl, b me age. A discussion can help en 
their ME ts understand the variations existing among 
families, Foster children and grandparents may be part of the family. 
The teacher may have most uncertainties with those children who have 
No parents or only one parent. If a recent divorce or death has caine 
the child may need someone who will listen to talk a e event 
Without prying for more information than the child is E y to p 
Teachers should know their children's families well 2 ler 2 avoi 
creating unnecessary heartaches for already troubled chi Er ai ex- 
ample, the kindergarten teacher who directed her class eas e [d 
from ceramic clay for “your father's Christmas present dena at 
remembered that one child's father had died only Ros e x schoo 
Started in the fall. Thus, the project was one this child could not do 
with pleasure and likewise such a specific See A probably would 
not i child from a non-smoking 

F neria e about race, language, and Pei T be devel- 
Oped from a child's experience in a family. A teacher must first seek to 
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understand and appreciate children and families, including those who 
differ from him or herself. Striving for mutural understanding and 
greater appreciation for all racial and ethnic groups is essential. 


The Community—A Part of tbe Self 

A study of the community is relevant to children. Learning about the 
houses people live in helps to orient children to the world outside their 
families. Walks can be taken from neighborhood schools to see houses, 
yards, and pets belonging to members of the class. Occasionally chil- 
dren feel different because they live in a mobile home or an apartment, 
while others live in single-family dwellings. A suitable study can help 
each gain some appreciation of his or her own home and more under- 
standing of those of friends. 

The whole subject of the world of work can be approached from 
where “my mother or daddy works." The study takes on added mean- 
ing when John's dad is the highway patrolman who shows the class his 
patrol car. Or they'll look at buses with increased interest after Bettie’s 
dad arranges for the bus to take the class on a tour of the city when he 
has a day off from his job at the bus station. The police station loses its 
fearsome aspects when the police officer is Cathy's daddy, whom the 
children have met at school in his sport shirt. They listen attentively as 
the police officer tells them how to be safe on city streets. They'll like to 
look at the officer’s badge. f 

The first and most obvious place to look for learning resources 1S 
among the parents of the children in the group. Parents can be en- 
couraged to suggest the names of members of their family and friends 
who may also be called on to help. There is no particular list of people 
young children must know, so the enthusiastic cooperation of their fam- 
ilies is a worthwhile place to start. Any community helper—fire fighter, 
grocer, filling station operator, or mechanic—could be studied. 

The search for people with special talents, hobbies, exhibits, and the 
like that can be shared with the group of children is well worth the 
teacher’s effort. It may be a father who comes to school to twang his 
banjo, a retired railroader who displays his electric train hobby, or 4 
mother who has the lead in the civic theater. When a child’ 
learning resource, the child, of course, gets special recognition through 
the experience, and other children gain understanding of the diversity 


among people. The people themselves learn something of the value of 
educating children under six. 


Kindergarten children can be 


s parent is a 


i gin learning concepts of democracy, £0V- 
ernment, and voting. Decisions can be arrived at by voting. Leaders can 


be elected for a day or a Special event. Important state or nationa 

events can be discussed at school. One inauguration day the teacher 
1 ec B . 

said, “Here is a picture of our new President. Tonight when your 
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parents listen to the news, watch to see if you can see our new Presi- 
dent.” A week later one of the shyest boys in the group led the teacher 
to the picture on the bulletin board and reported, “I saw him (the Presi- 
dent) on TV.” 


The World—A Part of the Self 

Older children are often fascinated by people and customs from far- 
away countries. This is true especially if they have occasion to know 
someone from faraway, or if the teacher or a child has had some foreign 
experience. Parents or grandparents of children may make valuable con- 
tributions. 

In one group a student from India observed the kindergarten children 
once each week. They were curious and asked her many questions. She 
talked with them about school, food, and children in India and showed 
them pictures and souvenirs. She danced and sang songs from her coun- 
try. The children were entranced as she demonstrated how her sari was 
wrapped. The warmth and understanding that developed between the 
Indian girl and the kindergarten children was heartening to see. 

In another instance, some Vietnamese students let kindergarten chil- 
dren try on their rice-straw hats when they came to dance. They invited 
the children to dance and sing. The next time the Vietnamese girls were 
to visit, the children suggested that they would like to make hats so that 
they could dance “better.” Before the day of the return visit the children 
each made a paper Vietnamese hat. Acquaintance with these Vietnam- 
ese students occurred during a period when the TV news brought the 
Vietnamese war raging into nearly every living room. These lovely did 
dents represented a striking contrast to the one-sided picture the chil- 


dre i 2 1 
Wed etw trip or the teacher's vacation can ae ane 
est in travel, maps, and faraway places. Discussion and role playing 
of travel experiences by the children can follow. A teacher may initiate 
such study by sending children post cards when away "en BE Chil- 
Outer space intrigues young children just as it dn M DON 
dren can imagine making a trip in a rocket. TV a m era Ke 
Seums, and news programs help children learn (inm "A boc E 
so they can talk about and play out the roles DU aa aah N 
Teachers will search for ways to answer their questions. 


Cari ; i 

ae ud is an important part of the learning of a child 
under six. The routines related to eating, eliminating, resting, and bath- 
ing will require many reminders before they become comfortable rou- 
tines. Each routine invites many questions before the child fully under- 
Stands. School and home supplement each other. Efforts should be 
made to keep the expectations in line with the child’s developmental 


192 THE CURRICULUM OF THE NURSERY SCHOOL AND KINDERGARTEN 


level and to help the child understand the reasons for learning these 
routines. Children feel grown-up when taking care of their own needs. 
It is during routines that children may first show that they have a con- 
cept of “self” as a separate entity. They may refuse to eat, to sleep, or 
to eliminate as prescribed. 

The teacher uses the lunch or snack period to help children think 
about foods and learn how foods make them grow. Cooking projects 
may serve to interest children in their nutrition. For details on food 
projects see Chapter 15. Teachers may wish to check their local office of 
the National Dairy Council and the local Cooperative Extension Ex- 
panded Nutrition office for aids for teaching nutrition to children. 

Caring for teeth, nails, and hair can be brought to children’s atten- 
tion. Some local dental associations have excellent materials available 
for teachers to use when teaching dental hygiene. Teachers demonstrate 
their interest in good grooming by helping children comb their hair 
after napping or by helping them find a fresh outfit when one gets soiled 
or damaged. In centers a special holder is made for each child’s comb 
and toothbrush, 

The parents’ cooperation can be solicited so that they too will en- 
courage and teach the children to help themselves. Figure 8-5 is a visual 
aid that can be duplicated and sent home with children to encourage 
and remind them to become more independent. In a note to parents the 
teacher suggests that the chart be attached to the wall with plastic tape 
and that parents say to the child. “Have you checked your chart?” 
Avoid nagging about specifics. This is an effort to get the child to take 
responsibility for routines. The chart helps some parents realize how 
capable their child can be. 

Safety is an obvious area of study. No one is as vulnerable to acciden- 
tal death as the child under six. For the first two to three years adults 
assume total responsibility for a child’s safety. After that the child must 
be relied upon to take more and more responsibility for safety. The 
teacher’s role is to develop an understanding of safety in the home, 
school, play yard, street, and family car. Some state automobile clubs 
have had excellent materials prepared for teachers to use on safety in 
the car and on streets. Developing an understanding of the rules for per- 
sonal self-preservation is important. The child's conscience must be en- 
couraged to function. Developing inner control with an understanding 
of rules, not blind adherence to them, can be a major accomplishment 
of the young child's life. 

Young children are at first basically egocentric. They develop into 
social beings who want to know about and to relate to others in their 
environment. They will eventually want to know about people far away 
m time and place. A great number of meaningful learning experiences 
ci stem from a continuing emphasis on helping children to understand 
themselves and others. Learning experiences, both planned and inciden- 


DUTIES 


A (à Wake up Smiling 
c «2 
Ñ 
A Wash Face Wash Hands 
A mj 
S| 


Brush My Teeth 


Make My Bed 


Dress Myself 


Put Away Toys 


Take My Bath 


Clean Finger Nails 


Go to Bed Early 


Figure 8-5. A reminder chart to help children become independent. 
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tal, must be related personally to the children. The learnings will “take” 
only if the children are personally involved. 


Understanding the Physical World 


Understanding the physical world is a lifelong pursuit that begins in 
early childhood. The child picks up a piece of ice covering a puddle in 
the play yard, plucks a dandelion, or buttons a coat against the chilly 
winds. Each time the child is responding to the physical world. Each 
response contains some learning experience and motivation that will 
serve the teacher as the incidents are used to help children understand 
what is taking place in their world. 


Weather and Seasonal Changes 


Weather and seasonal changes are worthy subjects for children's 
science lessons. Weather limits what the children can do and determines 
their dress; they hear it discussed frequently among adults. There will 
be numerous opportunities for the teacher to include concepts about the 
weather, the seaons, and atmospheric changes in the planned experi- 
ences for the young children. 

A school for young children should use opportunities to observe and 
discuss all weather conditions—sun, rain, clouds, wind, snow, even hur- 
ricanes and tornadoes if the children are interested. Personal experi- 
ences reinforce weather concepts. For example, children who take a 
walk in the rain wearing boots and carrying umbrellas have a chance to 
see, hear, smell, and feel the effects of the rain. Through questions the 
teacher can help alert the children to the logic for wearing appropriate 
clothing. The children eventually learn to choose clothing that is appro- 
priate for the weather. The teacher can ask: "You wore your raincoat 
today. Can you tell me why?” “If you go outdoors today, what will you 
need on your hands?“ “Why?” “How does it happen we aren’t wearing 
our coats today?” 

When studying the seasons, teachers should remember that the child’s 
frame of reference is not well developed. If a child is three years old in 
the spring of the year, for example, the teacher should remember that 4 
year earlier in the spring this child was only a two-year-old. It is un- 
likely that anyone spent much time then discussing the seasonal changes 
that were taking place or that it would be remembered if someone had. 
Parents, commenting on a child’s increased knowledge, often say, “This 
year the holiday means something to my daughters.” 

The secrets of nature are awe-inspiring. Yes, nature may be over- 
looked in our busy, technically oriented world, unless thoughtful 
teachers keep youngsters tuned in on it. Having a sense of wonder that 
is alive is surely a prime requisite for teachers of young children. Chil- 
dren will enjoy the tiniest dandelion that *nobody cares if you pick." 


M 


Figure 8-6. "What happens if you blow v 
water?" asks the teacher. Children try it an 
sity Nursery School) 


vith a straw into detergent and 


d find out! (Texas Woman's Univer- 


n they find the crocus they planted in the fall. A 

feel, and smell the evidences of spring is surely 
a delight to all, especially if the children are permitted to bring back a 
few sprigs of blossoms to decorate the room. A fall walk has equal 
beauty, with its glorious colors. In fall there are leaves to push into a 
Pile and jump into, and perhaps apples or cotton to pick. 

Beauty, too, is morning after a snow. Adults so often ruin such days 
by complaining about the traffic snarls and the problems with shovel- 
ing. Snow is no problem to children. They'll shovel if someone will just 
let them have a snow shovel. They'll roll in the snow, taste it, and jump 


into any *mountain" of snow they see. 

Some teachers really have to force themselves to enjoy nature. It may 
take effort to awaken the senses so that one can appreciate how fresh 
and exciting all nature is for small children. Once awakened, teachers 
won't be able to pass a fallen hedge apple, a dandelion seed, or a bud- 
ding shrub without thinking, “Oh, I must let the children see this.” 
Reading Henry David Thoreau’s Walden, Rachel Carson’s The Sense of 
Wonder, or Anne Morrow Lindberg’s Gift from the Sea may help a 
teacher appreciate nature after facing the city’s gray walls and streets 


too long. 


They will be joyous whe 
spring walk to see, hear, 


Growing Plants : 
Growing plants is interesting to children all year long. Classroom 
Projects can involve children in planting, watering, and observing. 
Plants also add a cheery note to the room. An indoor window box con- 
room for adding new ones from time to 


taining a variety of plants with 
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time is worthwhile. Geraniums, petunias, ivy, philodendrons, tomatoes, 
and beans are all grown with relative ease. Sometimes the teacher may 
like each child to have his or her own plant to care for. Beans, pump- 
kins, and tomatoes can be planted in milk cartons or styrofoam cups; 
then when the danger of frost is past, the children can transplant each 
plant outside, either at home or at school. They can then continue to 
watch their plant develop. One child’s pumpkin vined into the cherry 
tree. The child thought it was a big joke to tell people that “my cherry 
tree has pumpkins in it"—Aand it did! 

When seeds are planted in clear plastic cups, the children can see the 
root systems develop. Learning is also facilitated if some seeds are kept 
damp on a wet sponge wrapped in a damp cloth. Each day the children 
can unroll the cloth to see if the seeds are sprouting. They can use the 
magnifying glass to examine the sprouts. This observation can be re- 
lated to the seed they have planted under the soil. 

The plant’s need for sunlight, soil, and moisture can be studied. One 
experimental cup can be kept without light and another can be kept 
without water, so that the children can learn what happens if the plant 
does not have these necessities, 

An outdoor garden is popular in many schools where space permits. 
Some children planted Kentucky Wonder beans along their kindergar- 
ten fence. The vines grew to cover their fence. Imagine the fun they had 
picking and tasting their own beans! An attractive indoor plant can be 
grown from a sweet potato placed in water. Because growers dry sweet 
potatoes artificially to keep them from sprouting, a teacher may have 
difficulty finding one with a few purple eyes that will sprout. Sweet po- 
tatoes may require several wéeks to sprout. It helps to use warm water 
and to keep the container in a warm place. Tops from carrots, beets, 
turnips, and pineapples can be planted in water or wet sand. The top 
should include about one inch of the vegetable or fruit. The children 
will watch the new shoots grow. 


Onions or garlic can be suspended with toothpicks, about half im- 


mersed in water. The children will watch new green shoots and roots 
grow. Parents can sni 


p the young onion and garlic blades for salads 
when this project is carried on at home. 


Watching the plant “drink” 
carnation, 
become ti 


is a favorite experiment. If celery, a white 
or an iris is placed in colored water, the leaves and petals will 


nged with color overnight. The children can observe that the 
vascular tissue carries the water to the leaves. 


Tulips, hyacinths, and daffodils can be planted in pots in the fall, 
ng the winter, then brought indoors to force early 
spring blooms. Pussy willows and forsythia will bloom if cut in the bud 
stage and brought indoors, Early spring bouquets are especially wel- 
come after long cold winters. In some localities fall is the time to plant 
bulbs outdoors so that children can discover their blooms in the spring. 


Figure 8-7(a). Planting 
Seeds in the garden gives a 
realistic planting experi- 
ence. (b). Planting seeds 
in a pan, or in a pot 
Bives children an opportun- 
Ity to learn as they water, 
Wait, and watch for the 
plants to emerge. (Lou- 
Isiana State University 
Child Development 
aboratory) 


d observation of their travel by 
to children. One group of children who 
ds in the spring called the maple seed 
lighted in tossing them up to watch them 
s an example of the child's attempt 


o those already known. 


Study of the seeds of various plants an 
Wind and water are interesting 
had been alerted to notice tree see 
the “helicopter blade" and de 
twirl to the ground. Such labeling 1 


to relate new concepts t i 
Tree leaves, buds, cones, fruit, and bark can be collected by the 


Children during various seasons to help increase their awareness of 
trees, Trees’ value for lumber and papermaking should not be over- 
looked. Leaf collections can be pressed between layers of clear plastic 


adhesive and kept in a book. 
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Figure 8-8. Individual planting projects are taken care of by children. (Texas 
Woman’s University Nursery School) 


In the fall, Indian corn, pumpkins, and bouquets of dry seeds and 
beans can add color to the room. A mobile of colored leaves is very et- 
fective. Coat leaves with wax by pressing between layers of wax paper 
with a hot iron before arranging them. The wax helps keep leaves from 
curling up as they dry. 

A study of local crops that contribute both to the nation’s food and 
fiber and to the livelihood of families in a community can offer nu- 
merous learning experiences for young children. Several field trips à 
year may be possible to follow a crop from planting to harvesting. Even 
in a farming community where a crop is the mainstay of the economy 
the teacher will have some children who have no contact with its pro- 
duction. All children will profit from observing and discussing the 
growing and harvesting process in relation to finished products. The 
farm children who already know about the crop can be the teacher's 
outstanding information source. The farm child's own farm and parents 
may contribute to the learning. 

A Texas child, Berta, invited her class to her cotton farm during har- 
vest time. The children ran among the rows of cotton plucking white 
bolls for a “bouquet.” They watched the cotton-picking machine called 
the cotton stripper pick the bolls and fill huge wagons with them. En- 
route back to school the group stopped at a cotton gin and saw farmers 
bringing in the wagons piled high with cotton. On the other side of the 
gin they watched huge trucks being loaded with five-hundred-pound 
bales of cotton. A few weeks later the children excitedly reported that 
cotton bales had been placed along the street in the downtown area. (It 
Was cotton promotion week.) They knew where those bales had come 


from. They felt very knowledgeable. Further discussion and recall of 
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their trip followed. The total experience increased their understanding 
of cotton as a plant. The study was related to the children personally 
through the clothing they were wearing and alerted them to the commu- 
nity in which they lived. They appreciated more fully the jobs of their 
families and friends. 

Projects such as picking fruits for eating or making jelly, picking 
pumpkins for the classroom jack-o’-lantern, or cutting a Christmas tree 
at the Christmas tree farm add to children’s information regarding 
plants. 

A teacher is encouraged to find resources in the local community that 
can provide highly relevant learning experiences for children studying 
the world of growing things. An action program of planting, watering, 
harvesting, and using plants should be included. 

A supply of reference books to supplement discussion and experi- 
ments is essential. The more the teacher knows about the subject the 
more the children can learn. The children will learn to refer to books 


for information, a good habit to cultivate. 


The Animal World i 
The animal world offers valuable material to the teacher of young 


children. Studying the familiar animals first is best in a class of young 
children. Parents who take their children to a zoo consistently report 
that the favorite exhibits are ducks and other farm animals. These are 
the animals most frequently seen and most often pictured in children's 
books. Exotic animals from far away and prehistoric animals are for the 
older under-six children. es 
Rabbits, gerbils, guinea pigs, white rats or mice; turtles, and fish are 
common animals that may be kept for a time in the classroom. Advice 
concerning the health, safety, temperature, feeding, watering, and exer- 
cising of the animals may be needed from a specialist. The animals must 
be treated kindly and not overhandled or used as toys. Children can be 
taught how to care for the animal properly. If adequate care or housing 
is not available for an animal in the classroom, the teacher should con- 
sider keeping the animal for only a few hours so that the children can 


have some experience with it. é 
ing their new pups or kittens with their 


i from shari 
ees t to school while they are still young 


classmates. Pets can be brough 
enough to remain in a box or a basket. The teacher can arrange a tour 
to children’s homes to see their mature pets. Pictures of pets and their 


owners can be taken on a home visit. Children who have pets can tell 
the non-pet-owners practical pointers on pet care. A visit to a local pet 
shop can be arranged to increase the children’s knowledge of the ani- 
mals for pets. Here the children will find some of the more unusual pets, 


too. 


Animals as a source of food and fiber will provide valuable learning 


Figure 8-9. Animals offer m 
ing, and safety as they relat 
Kindergarten) 


‘any Opportunities for children to learn feeding, car- 
€ personally to the animals. (Texas Tech University 


A visit to a dairy to see a cow being milked is very worthwhile 
because milk is a familiar food. Visits to farms where pigs, sheep, beef 
cattle, turkeys, or chickens are raised help children learn about the 
sources of common foods. The Sight, sound, smell, and touch experi- 


P children learn answers to some 


of their questions regarding reproduction. However, incubating the fer- 
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tile eggs and waiting the twenty-one days required for a chicken to 
hatch may be too tedious for young children. It may be more feasible to 
obtain eggs from a hatchery that have been incubated for nineteen or 
twenty days. A warm box can be arranged with an electric light for 
heat. If the teacher secures about a dozen eggs, it is probable that a few 
will hatch during the day. The box should be large enough so that the 
hatched chicks can move away from the light if they are too warm. 
Chicks will move closer to the light if they are chilled. Chicks might be 
kept in the classroom for several days. The teacher should seek advice 
from a hatchery regarding the proper care and feeding of the chicks. 
Some hatcheries and museums have exhibits in which the hatching pro- 
cess and day-old chicks can be observed. Teachers can advise parents of 
the value of taking their children to see such exhibits. 

Ducks, geese, and swans may be available for the children to visit and 
feed in a public pond. Dry bread crumbs offered by the children will en- 
courage the ducks to come close to the child. Children seem to be 
especially attracted to ducks. Robert McCloskey’s book, Make Way for 
Ducklings, is both a delightful story and a help to the teacher who is 
teaching the ways of the duck world. The children will learn from hav- 
ing a duck visit their classroom and swim in their water table. The 
teacher should be prepared for the fluttering of wet wings, puddles on 
the floor or grass, and excited children. This close-up view will help the 
children see the use the duck makes of its webbed feet. 

Bird life will interest the children. A small bird such as a parakeet or 
a canary can be enjoyed in the classroom. The children can learn a great 
deal from the care and feeding of the bird. Some teachers may prefer 
having the bird visit school for only a few days or weeks. 

Birds in their natural habitat can be observed with interest. Children 
can learn the names of birds and their housing and eating habits. Chil- 
dren can be encouraged to listen to the birds’ songs and may learn to 
recognize some songs. Children will like to discuss information about 
reproduction. Bird houses and feeders can be made from plastic milk 
bottles or cartons. Ready-cut wooden bird houses are available in vari- 
ety stores. Bird feeders can be made to attract birds to the school yard. 
Advice regarding the appropriate food to attract local species of birds is 
available from the wildlife service in each state. Drinking water may be 
provided for birds in cold climates where water sources freeze up. A 
birdbath will attract birds. A collection of strings, yarn, and bits of cot- 
ton or hair for birds to use in building nests will also attract them and 
give children an incentive to watch birds closely and quietly. 


The world of insects offers children opportunities to discover, to ob- 
Serve, to question, to classify, and to relate. A butterfly net as a col- 
lecting jar may be enough to encourage an interest in entomology. 

Ant farms are easily made. Clean and dry a large glass jar and make a 


lid of a double layer of nylon net held with a rubberband across the top. 
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Scoop up an anthill—sand, dirt, and ants—filling the jar and covering it 
with the nylon net. A queen ant (winged) should be included. Wrap a 
dark paper around the jar for a number of days. The ants will restore 
order to their empire. The darkness will encourage the ants to redig 
their tunnels close to the glass. Once the ants feel at home they will go 
about their business. The children can provide bits of various foods to 
see what foods the ants like best and what they do with it. A tablespoon 
of honey or overripe fruit will be popular. A flashlight and a magnifying 
glass will help the child follow the ants in the trails. There is a great 
deal for teachers and children to learn about ants. The children can be 
taught some safety precautions regarding them. Ant farms are also 
available through school supply houses. 

Butterflies, moths, beetles, and even spiders will be interesting to 
children. Discovering a spider’s web and using a magnifying glass to 
watch the spider work can be very educational. A class collection of in- 
sects can be started. Collections can sometimes be borrowed from li- 
braries or science departments. 

Schools located within travel distance of the sea, lakes, or rivers will 
give children a special opportunity to learn about animals that make 
their homes in water. When the families of the children vacation near 
the water or make their living through fishing or a related industry, 
marine life is a significant subject for children to study. Some marine 
animals can be brought into the classroom. Visits can be made to public 
displays. 

Watching tadpoles develop into frogs intrigues nearly everyone. Tad- 
poles can be secured from ponds. They can be kept in an aquarium until 
the legs form. The children can use the magnifying glass to observe the 
leg buds appearing. 

The care and feeding of fish is another worthwhile classroom project. 
A teacher can choose a single bowl with one gold fish or a complicated 
balanced aquarium with collections of tropical fish. If she or he has the 
knowledge to build an aquarium or is willing to learn, young children 
will be eager helpers. 

Earthworms are favorites of children, but may be far down the list 
for some teachers. Nonetheless, children learn many things from ob- 
serving and handling earthworms, and teachers should lay aside their 
prejudices and learn to tolerate worms. Worms can be collected in dirt 
and kept in a container for some time. If children have a spot for dig- 
ging in their yard, they may collect enough worms for a “fishing trip.” 

Horny toads are harmless pets. They are common in arid regions, 
where children frequently bring them to school. They may also be pur- 
chased from pet stores. 

The concept of death frequently comes up during incidental or 


planned studies of animals. The presence of pet may encourage children 
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to talk about the death of their own pets. In one five-year-old group the 
children began telling stories about how their pets had died. The chil- 
dren listened politely to each other and vied for a chance to tell their 
story. When a lull came in the discussion, the teacher thought it might 
be time for a pet story with a happy ending, and told one. Again they 
listened attentively. However, the second the story was over another 
child had a story of a pet’s death. The teacher concluded that the talk of 
death was meeting a need for these children and took a cue from them 
as to when to terminate the discussion. 

The world of animals offers almost unlimited opportunities for 
erience. The teacher must search for worthwhile 
e teacher seeks accurate information and 
ncyclopedia is helpful, one may wish to 
Cooperative Extension service, for 
e is given the children to observe 
carefully indicates points for 
hat may not have been dis- 
de to answer such ques- 


enriching children’s exp 
experiences for the group. Th 
uses correct terms. While an e 
call specialists, such as those in the 
localized information. Sufficient tim 
and to verbalize their findings. The teacher 
observation and tells about relationships t 
covered by the children. Preparations are ma 
tions as the following: 


What is it called? 

How and what does it eat? 

How does it move? 

How does it reproduce? 

Where does it live? 

What sounds does it make? 

How does it see, smell, and hear? 
How does the animal protect itself? 
How do humans use the animal? 


Physical Forces and Their Interaction 


ll give teachers a few ideas for helping 


The following suggestions wi 
interact in their world. 


children learn how physical forces 


Air : 
ow that air is all around. Make or buy 


Provide opportunities to sh r ; 
pinwheels to watch in the breeze. Build and fly a kite. Fill balloons with 
air. Have the children hold their nose and mouth to see how long they 


can go without breathing. Place a glass over a lighted candle to demon- 
strate that fire needs air to burn. Have the children learn words like air, 


wind, breeze, oxygen, and movement. 
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Figure 8-10. Pour soap in the 
make “Soap suds!” (Iowa Stat 


water, then with the help of beaters children 
€ University Child Development Laboratory) 


Electricity 


Electricity is used to produce light, heat, and energy. Dry cell batter- 


ies can be used to ring bells and to light bulbs. Children can learn to 
complete the circuit to make it work. Show the children the electric ele- 
ment on the hot plate or the electric frying pan used for cooking proj- 
ects. They can learn such words as battery, circuit, outlets, plugs, bulbs, 
and switches. Static electricity is produced as children walk across the 


carpet or rub balloons on slacks. Children enjoy the game of shocking 
their friends, 


Magnetism 
Children learn that on 
Avoid overgeneralizing th 


Paper fish, numbers, colo: $ 
to talk about their catch. 


Temperature 

Temperature can be related 
outdoors. Temperatures can be 
ters. A cardboard thermometer 


to the children, the room, water, or the 
compared by the use of two theron 
can be made so that the child can dupli- 
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cate the reading of the real thermometer. Children can observe whether 
the real thermometer goes up or down. Teachers can provide experi- 
ences with steam, with freezing foods, or with drying clothes. The chil- 
dren can set water outside to freeze on a very cold day or bring ice or 
snow indoors to melt. Gelatin dessert cooled outdoors helps children 
conclude that the air outside is as “cold as the refrigerator." Thus 
children learn about materials that are solid at one temperature and 


liquid at another. 


Volume 
Volume can be studied at the water table as the child pours from one 


container to another. A number of containers of various sizes should be 


Figure 8-11. Hooking up the dry cell batteries to make a bell ring or a light 
flash requires discovering the principle of connecting the correct poles. 
(Michigan State University Laboratory Preschool) 


Figure 8-12. Filling bottles with water and pouring water from bottles seem to 
fascinate children and help them learn. (University of Hawaii Laboratory 
School) 
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provided. Funnels, cups, sieves, and a toy water wheel all can provide 
interesting experiments. Volume is experienced at the snack table as 
children pour beverages, or during cooking projects as they measure 
ingredients. 


Length and Distance 

Length and distance can be learned by comparisons of the length of 
pencils, nails, pegs, or blocks. The teacher uses "shortest" or “longest” 
to designate the plank or table being sought. Concepts of length and 
distance can be experienced in the room or the yard or around the 


block. 


Size, Shape, and Weight 

As children use blocks and packing boxes of various sizes, they learn 
about size, shape, and weight. Concepts such as big-little, large-small, 
high-low, wide-narrow, and long-short are learned through the motor 
activities involved in building. Learning names for geometric shapes and 
relating the concept of shape to toys and materials in the environment 
are important. Children may use functional labels such as window for a 
square. At that point they are ready to learn to label it a square. 


Balance ; nee 
Balancing is needed on teeter-totters, walking planks, and rocking 


boats and to walk a railing or wall. During block play this concept can 
be demonstrated if the children fail to grasp it themselves. Use the word 
balance to help children label the concept. 


ə 


Speed developed 
Opportunities to learn concepts of fast and slow are develope 
through the use of wheel toys and swings or through rolling objects of 


different sizes and weights down an inclined plane. 


Gravity " Tem = 
Children experience the effects of gravity when ro ing down a hill, 
flying paper airplanes, and throwing handker- 


Np a idu eg h this concept when cautioning 


chief parachutes. The teacher can teach tl 
children about taking heavy objects into high places. 


Machi d Tool. ] ; 
| an Acne minded, and the typical child today has had 


more experience with large and small machines than. many adults of 
other generations. Machines and tools make work easier. The children 
help the teacher hammer nails in a favorite packing box. The children 
use carpenter's tools. The teacher asks them how they would hammer 
or saw if there were no tools. They help the teacher use pliers to tighten 
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a bolt on a tricycle handlebar. Could they do this with their fingers? 
When a wheel comes off a toy, there may be an opportunity to examine 
the axle and perhaps the ball bearing. An inclined plane can help the 
group move a heavy object up on a packing box. A pulley can be fash- 
ioned with a rope and a box to show that through the use of the pulley 
the child can lift an object impossible to lift outright. It is an interesting 
game. A collection of bolts and nuts of varying sizes provides a sorting 
and matching experience related to the world of machines. Small motor 
skills are practiced as the children screw the nuts on the bolts. Tools 
and other construction toys give children Opportunities to become in- 
ventors—discovering new combinations each time. 

The opportunity to watch large machines working should not be 
passed up. Children learn about the world of work, machines, the con- 
struction of buildings or roads, sounds, and the roles of various workers 
as they watch a bulldozer, cement mixer, crane, train, or the like. A 


study of transportation combines concepts of machines, of travel, and 
of the world of work. 


Sounds 


Sounds are of interest to children. Most young children learn such 
parlor tricks as “What does a dog say?” Teachers know that children 
run to the window or become fearful when a siren is heard near the 
school. Because children are usually alert to fine differences in sounds, 
they are good imitators. Their attention may have to be directed so that 
they learn to identify new sounds. On a walk in the woods they can be 
encouraged to “listen to the quiet,” as one child put it. 

A study of sounds can inélude the sounds of toys; the sounds of 
household machines, such as a mixer, a sewing machine, or a clock; the 
sounds of people laughing, crying, or scolding; and the sounds of ani- 
mals. Attention can be drawn to pitch, rhythm, and volume. d 

Concepts of sound will be better learned if one has real-life experi- 
ences with the sounds. Though children learn to answer *Moo" when 


asked “What does the cow say?” they really understand after a visit to 
the dairy. “She does say moo!” 


Vibrations produce sounds. C 
hearing vibrations. They disco 
hands. Musical instruments of vari 


und production. Further suggestions will 
hythm chapter. 


Figure 8-13. Carpentry 
provides opportunity to 
discover properties 0 
wood. (A) (Texas Tech 
University Kindergarten) 
(B) (Parent-Child De- 
velopment Center, Hous- 
ton, Texas) 
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deep fears regarding sounds they hear when they awake at night. Expe- 
rience identifying sounds can help them realize how the sound is being 
made so that it will not be frightening. Several stories can help initiate 
the discussion. They are Noise in the Night, by Anne Alexander; Muffin 
in the City and Muffin in the Country, both by Margaret Wise Brown; 
“Hiding in the Dark” and “Nighttime” from Martin and Judy, Volume 
I, by Verna Hills Bayley. 


Chemistry in Cooking and Cleaning 

The kitchen is one of the best chemistry laboratories. With the 
teacher’s assistance children can stir up food mixtures of various types. 
The children can discover the effects of heating and cooling. For details 
related to cooking projects see Chapter 15. 

Using solvents to clean up various substances also teaches children 
the nature of chemicals. For example, waxed crayon stuck to table tops 
is impossible to clean up with water, yet comes off readily when liquid 
wax is used. (Teachers should remember this and avoid using harsh 
cleansers on smooth finishes.) Children can learn that the use of de- 


tergent or soap makes the water more effective for removing the dirt 
from their hands. 


Colors 


Concepts of color develop during the years before six. Color is closely 
related to the creative art materials discussed in Chapter 7. Discussion 
of color should be included in any experience in which it is relevant. 
The use of the prism to refract the light showing the colors of the rain- 


bow gives children a pleasant-way to discover color. Children learn the 
names for common colors. 


Time 


Americans, more than people of many other cultures, are time Orl- 
ented. Children become time consci 


ation by developing regular rou- 
bout 10 a.m. A cardboard clock 
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to mark the day’s weather on the calendar each day. Both calendars and 
clocks give children experience with numbers. Much of this is very ab- 
stract, with depth of understanding to be developed in the children’s 
later years. 

As children begin to gain an understanding of time, they are also 
learning the routine of seasonal changes, the sequence of the sun rising 
and setting, and their own routine during the day. 

Historical time is a difficult concept for young children. When visiting 
a historical train exhibit, a four-year-old said, “It was an old-old train, 
and an old-old man showed it to us. He was fifteen or sixteen.” The 
phrases “olden days" and “when you were a little girl” are often used 


by children to designate times long gone. 


Geology £ 
Mike, a five-year-old, showed a favorite rock at “show and tell,” say- 


ing, “This is a quartz crystal. My brother’s Scout leader gave it to me.” 
With Mike’s enthusiasm as a starter the entire class became immersed in 
a study of rocks that was carried on throughout the school year. The 
children brought rocks and fossils found along streets and alleys in their 
neighborhoods. The teacher too brought rocks—pumice that floats, ob- 
sidian used by the Indians for scrapers, and lava collected from lava 
beds in Central America. The lava led naturally to a discussion of vol- 
canoes. The teacher brought slides and set up a viewing area, where 
some children looked over and over at color photos taken of an erupt- 
ing volcano. The children pored over the encyclopedia—"the important 
books," as they called them—looking for pictures of volcanoes. Some 
volcanoes were pictured with prehistoric animals. This fact led them 
rs. Combining the two interests led naturally to 


into a study of dinosau : i 1 
der ultraviolet light and to see dinosaur 


the museum to see minerals un 


skeletons. i: 
A few rocks and a magnifying glass can start the study of rocks. 


Purchasing a labeled collection can encourage a beginner, whether 
teacher or child, to identify, classify, and label. Nearly every locality has 
its rock hounds (collectors) who are usually eager to share their hobbies 


with children. , . ial Dus 
In mining communities and oil-producing areas special emphasis can 


be placed on the local minerals. Children can learn something of the 

formations, the method of extracting, and the economic importance of 
? " 

the mines or wells—especially the energy resources used by a family. 


Understanding Mathematical Concepts 


“How old are you, little girl?” asks a kindly old lady in the grocery 
store. Little Mary shyly puts up three fingers. She may say, “Three.” 
Chances are that Mary couldn’t do this old parlor trick at two, and 
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after five she’ll probably just give a verbal answer. Mathematical c 
ing begins at a young age, especially when concepts are closely rela 
to the child. Mary is beginning to learn mathematics. 

Numbers surround us. In fact, with the advent of the computer oi 
people feel that they are being dehumanized by being assigned numbers 
that can be fed into machines. The child often has a social on 
number at a young age, a phone number, a house number, a number o 
brothers and sisters, one tricycle, many books, a few dolls, or so many 
pennies. Children see their mother using money, a cup of sugar and i 
eggs in a cake; she divides the candy bar in half; or pours the glass ha 
full of their favorite soft drink. Children hear about a TV program on 
channel 2 at eight o'clock. They see mother scurrying around to keep an 
appointment at a certain hour, or they go for a visit on a given date, 
and hear of plans for next year. 

Such incidental happenings as the above may be the children's mathe- 
matical experience as they enter school. The teacher's role is one of clar- 
ifying present concepts and adding new concepts in a meaningful way. 
The fallacy of teaching children to parrot the “right” answer should be 
clear. There will undoubtedly be problems in the future that teachers 
today do not have the “right” answer for. 

The tools of reason and the attitude of experimentation the teacher 
leaves with children will encourage some of them to become the future 
Einsteins. An adult might memorize a calculus formula and be able to 
recite it perfectly. However, without the undergirding understanding 
and experience, there would be limited use for the material memorized. 
So it is with children. They can learn to verbalize numbers, but if they 


do not understand the basic reasoning leading to them, the so-called 
knowledge will be useless. 


Children must become physicall 
concepts. The mathematical teachi 
remain relevant to them. They will 
older age. Teachers of young childr 
mathematics into the children's tota 
mathematical ideas 
to real objects. 

Constance Kamii and 
children learning mathe 
ways to teach number t| 


y involved in learning mathematical 
ng must start with the children and 
be ready for abstract thinking at an 
en should plan ways to incorporate 
I school experience. Words denoting 
are used whenever possible. Rote counting is related 


ways to pick up on th 
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D.C? National Ass6; Me Educitih of Young Children, 1976), p. 49. 
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For example, when making cupcakes the teacher says, “Let’s count 
the children to see how many cupcakes we need.” The teacher and the 
children point to each child and count. “We need fifteen cupcakes for 
our group. Let’s count out fifteen cupcake papers.” This project gives 
three opportunities to relate counting to a practical problem at hand. 
Such an opportunity will mean different things to each child partici- 
pating. One may not know about counting, another may not know 
all the numbers, another may not understanding how to determine 
quantity after counting by rote, and another may have full under- 
standing of the process. Through careful observation the teacher deter- 
mines the level reached by each child and helps add to his or her under- 
standing. The teacher learns to select for each child a mathematical 
question that each can answer, because success with numbers, like suc- 
cess with other areas of learning, will keep the child willing to explore 
and try. 

The teacher can test an individual child’s concepts by using ten cubes 
or pennies. If the child is momentarily unoccupied or stops for a chat 
the teacher initiates a game of hiding the cubes or pennies, brings out a 
given number and asks, “How many are there?” The teacher can con- 
tinue the game, arranging items in various sets until getting a clear idea 
of the child’s ability. By keeping a chart, such as the one in Table 8-2, 
the teacher records concepts each child understands. This study can 
guide the planning of further number experiences. —— 

Mathematics for the young children include counting, adding, sub- 
tracting, and dividing. They learn the fraction one half. Mathematical 
vocabulary should be taught as it relates to real experiences the child is 
having. The next chapter, on structured- learning, will suggest further 
how mathematical concepts are part of young children’s experience and 


learning. 


Table 8-2. Number Concepts Understood 
4 5 6 7 8 9 10 Rote to 


Name 1 2 3 : 
came P £L a 


14141 1+1+1+1 1+4 


John 2+1 2+2 2+3 20 
3+1 4+1 
P +i +1 a 
241 242 243 244 
Mary 341 4-1 33 15 
551 
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Conclusion 


Stimulating the child's cognitive growth is of foremost buo 
during the years before six. The work of Landreth and Piaget "iem 
how this growth takes place. Children make a serious attempt to ma 
sense out of the world they live in. Nursery schools and kindergartens 
can offer many projects and experiences through which children can 
discover concepts and build on the concepts they already have. A cre- 
ative teacher, who has a well-developed sense of wonder and curiosity, 
will encourage children to discover, think, reason, make inferences, and 
generalize. Mri eee 

The cumulative plan or building-block approach is suggested; eac 
concept should be firmly based on what the child already knows. Expe- 
riences the teacher plans should remain highly relevant to the child s 
here-and-now experience throughout the early years. Many experiences 
can be repeated frequently, with children learning each time. The 
teacher's role is one of being certain that there is a wealth of things to 
learn throughout the program and that the children feel free to experi- 
ment, question, and discover new ideas. The science curriculum for the 
nursery school or kindergarten should be planned carefully and con- 
cretely. It is well to build on spontaneous experience of the children, but 
a program that relies wholly on such experiences will be cheating the 
children. Children want to learn and they can learn. Teachers must have 
faith in each child's ability. Learning science need not be a grim busi- 
ness but a really satisfying, invigorating experience that brings joy to 
lips and smiles to faces. Should a child turn away and show no interest, 
the behavior suggests that the teacher must search elsewhere for a 


meaningful experience for that particular child. It is a teacher's obliga- 
tion to do this searching. 
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Structured 
Learning 
Activities 


M.. standing at a 


small table, firmly dumped the six-piece wooden puzzle out on the 
table. She immediately began replacing the pieces in the frame, one at à 
time. The largest piece went in first. It was the duck's body. Next, 1n 
went the head, followed by the bill and the feet. Maria was deeply ab- 
sorbed in the task and did not notice what others were doing nearby. As 
the last piece dropped in place, Maria, looking up from her task, 
clapped her hands joyfully and smiled with self-satisfaction. Something 
about doing the puzzle must have given Maria some reward, for no one 
was near who acknowledged her success, yet she flipped the puzzle over 
and began to work it again. , 
Puzzles are just one of a number of early childhood learning materials 
we call structured because their form or composition does not change 


with use. Structured learning materials have size, shape, weight, color, 
and texture that remain constant. 


Values of Structured Learning 
Activities 


Structured learning materials contribute to all five of Landreth's intel- 
lectual operations, which were discussed in the previous chapter. en 
children recognize the problem or task suggested by the toy, they are 
using cognition. In this case, Maria knew the task required putting te 
pieces back in the frame. Memory was used when Maria recalled other 
Puzzles, recalled the picture, or remembered from previous experience 
Where each of the pieces belonged. It is clear from her speed that she 
was using little trial and error as she may have during her first use © 
the puzzle. Convergent thinking was being used, for in this type of ma- 
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terial there tends to be one right answer or use of the material, as con- 
trasted with art materials, previously discussed, which encourage wide 
variation in use. However, divergent thinking or novel use or response 
is possible with many structured materials, if the adults will permit 
novel uses. The puzzle Maria worked, for example, might have been put 
together on the table without the use of the frame, or upside down 
without the clues derived from the painted designs on the pieces. Or 
Maria might have traced around the pieces and made a drawing of a 
duck, a somewhat unusual use for puzzle pieces. Evaluation occurred 
when Maria put a piece in the wrong place and, realizing her error, re- 
trieved the piece and placed it correctly. Many structured learning mate- 
tials are self-correcting. That is, they won’t work or be complete unless 
everything is in its correct place. 

Sensorimotor experience is derived through structured learning mate- 
rials. The children use their senses and small muscles to explore the ma- 
terials. They learn most from having ample time to explore the ma- 
terials—building, arranging, dismantling, and redoing. Having adults 
ply them with questions regarding the characteristics of the material or 
what they are doing with it is generally considered to be important but 
is secondary to exploration in the learning process for young children. 

Eye-hand coordination is developed with many of the materials be- 
cause they require seeing the pieces and manipulating them in specific 
arranged in the frame, beads are strung, pegs are 
placed perpendicularly in the holes of a pegboard. Many of the mate- 
tials require small muscle coordination, but large muscles and eyes are 
also coordinated when planks and packing boxes are manipulated on 
the playground or in the block corner. — ? 

Concepts of many kinds develop through the use of structured learn- 
ing materials. Size, shape, weight, color, and texture are experienced. 
Spatial concepts—large, small, thick, thin, up, over, around, under, be- 
side, and so on—become clearer as the child uses these toys. The mathe- 
matical concepts of number, quantity, and equivalence are experienced 
as children count, exchange, measure, and balance with these materials. 

Perception of whole-part relationships is gained with many of these 
materials. In Maria’s puzzle, for example, she recognized the parts (feet, 
bill) and their relationship to the rest of the duck. You may observe 
children who do not recognize the pieces that are eyes or hands, for ex- 
ample, and see them try to fit them into what may appear to you to be 
illogical places. If so, they may need your help or verbal guidance. At- 
tention can be directed to likenesses and differences. Perhaps in the 
duck puzzle the two feet are alike and interchangeable, but perhaps not, 
and the children then learn to note the difference between them. Color 
is also an important characteristic of many of these toys. Children learn 
to label and differentiate colors while enjoying puzzles. 

Figure-ground perception is experienced through some of the toys. 


ways. Puzzle pieces are 
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That is, one child, may concentrate on the puzzle frame while another 
concentrates on the picture design of the pieces. Thus each child would 
be perceiving the task of the puzzle differently. The child’s perception, 
then, influences how the adult offers help. 

Vocabulary is continually growing as children talk about what they 
are doing, labeling the objects, the parts, and the process they are in- 
volved in. Some social conversation arises naturally as children share 
materials, cooperate on building or putting toys together, or have dis- 
putes over prior rights to a toy or a learning space. 

Curiosity is developed and satisfied through the use of these struc- 
tured materials. Motivation is high because children are generally at- 
tracted to things that come apart, things that move, and things that they 
can handle without admonishment. A sense of accomplishment is 
quickly achieved, and the child can select another toy or repeat the use 


Figure 9-1. Completing 2 
Puzzle gives a child an im- 
mediate sense of satisfac- 
tion. She knows when it 15 
complete and correct. (Na- 
tional Institute of Educa- 
tion Child Study Center, 
U.S. Office of Education) 
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of the original one. Certain of these materials reward persistence, as 
children easily note when the puzzle is worked or the lotto board is 
filled up. 

Inventiveness and creativity are fostered by some of these structured 
learning materials. Structured materials may attract children who shy 
away from the messy, nonstructured art media. These children are find- 
ing an avenue of creative expression that is valid and comfortable for 
them. 

Many prereading and prewriting skills are developed through these 
materials; for example, handedness, left-to-right progression, symbol 
correspondence, and observation. Ascertaining likenesses, differences, 
and whole-part relationships, which are inherent in many of these toys, 
contributes to these academic skills. 

The self-pacing quality and generally individual use of the structured 
learning materials give children a chance to explore, correct, test, and 
retest by themselves while remaining freer of competition than they may 
with some other materials or activities found in the early childhood cen- 


ter. 


Types of Structured Learning Materials 


A visitor to any high-quality child development center will discover 
many structured learning materials invitingly displayed where children 
can stop to use them for a moment or the whole morning. The materials 
may be called manipulative toys or table games, though either of these 
labels eliminates certain toys. For our purposes, structured learning ma- 
terials may be classified into three groups: (1) perception, (2) construc- 
tion, and (3) coordination. These groups are not mutually exclusive but 
may be helpful when one is thinking about the main purpose that a toy 


serves, 


Perception 


Perception materials help the child learn through the senses— 
touching, seeing, hearing, smelling, or tasting. The perceptual process 
includes judgment and subtle discrimination. l i ; 

Sorting objects for likenesses and differences is called classification 
and is required by a number of toys, for example, the lotto games that 
are popular with late four-year-olds and with five-year-olds. Lotto 
games are generally developed so that the large card that the child holds 

as one general category of object, for example, things to eat. The small 
cards that the children turn up have matching cards. In a set of four 
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cards each of the other children may have fire fighter’s tools, or flowers, 
or motor vehicles. The perceptive child quickly notes a card that has 
“things to eat" and passes over any card that does not fit that category, 
quickly discriminating between categories as each card in the pile is 
turned over. The less perceptive or less experienced children scan their 
card each time to discover if they have the card in question and usually 
report to their friends each time. 

When you are guiding the use of lotto games it is preferable to watch 
children play a time or two to discover at what level they are operating. 
Thus you avoid assuming the children are at a more immature level 
than they really are or vice versa. After a time you may profitably ask 
them to look at their cards and tell what is alike about the objects on 
each card. You might say, “What do you do with the things on your 
card, Jane?" or, “Who uses tools like the ones you see on your card, 
John?” 

Uncle Wiggily, Candyland, and similar games require the ability to 
match, count, and take turns with peers. Delbert, Jamie, and the 
teacher, Sue Smith, were about to begin another game of Candyland. As 
happens from time to time with some struct 
dispute developed. Both boys were yelling, “I wanta be first! Let me go 
first.” Sue Smith picked up a red token, placed her hands behind her 
back, and said, “Whoever picks the hand with the red token goes first. 
Both boys were satisfied. Sue, like many good teachers, knows and 
utilizes various successful methods for settling disputes quickly— 
methods that avoid harsh discipline and that promote good rela- 
tionships and facilitate a continuation of the desired learning activities. 

Dominoes with either pictures or dots representing numbers also pro- 
vide experience in visual discrimination. The children match from their 
“hand” in turn or simply work together or alone making a “train” of 
dominoes from the pile of dominoes as they match. 


In domino games “Children are able to give and receive the kind of 
social feedback from peers” which is advantageous, according to Kamii 
and DeVries. 


ured learning activities, à 


Children discriminate 
ferences without even countin 
six set is sufficient for childre 
enjoy a double-nine set. Dou 
children keeping score makes 

Card games such as ‘ 


se the cards with younger chil- 


the cards into their various categories. Small 


1 Constance Kamii and R. DeVries, Piaget, Children and Number. (Washington, 
D.C.: The National Association for the Education of Young Children, 1976), p. 37. 


STRUCTURED LEARNING ACTIVITIES 221 


ching the card in hand with the 


d moving the token as indicated. Late fours and fives 
(Michigan State University Laboratory 


Figure 9-2. The game, Candyland, requires mat 
Spaces on the board an 
take turns easily as they play together. 
Preschool) 


children can do this on a table in order to avoid the difficulty they have 
holding the cards in their hands. 

Cubes, beads, pegs, buttons, bolts and nuts, bottle caps, and other 
Objects can be used for sorting (classifying) experiences. In classifying 
you simply group things together that are alike in some way. Egg car- 
tons or muffin tins are handy for separating small objects. Boxes can be 
divided into sections to accommodate larger objects. You might have 
little cars in several colors. You can work with a child, saying, “Give 
me one like mine." If the child is learning colors, say, “Give me a red 
one." After the group has been sorted you can ask, *What color are 
these cars?" After they are mixed up again you might say, “Put your 
finger on the red block," helping the child learn the color labels. 

In using pegboards and pegs or beads, the teacher might say, *You 
make a little design and I'll try to make one like it." Then, after match- 


a 


Figure 9-3. Matching forms is a 
challenge to the youngest puzzle 
workers, (Top—University of Illi- 
nois Child Development Labora- 
tory) (Middle—Parent-Child De- 
velopment Center, Houston, 
Texas) (Bottom—Rio Piedras Head 
Start Class, San Juan, Puerto Rico) 
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ing the child’s design, the teacher can suggest, “Now, John, you make 
one like mine." Children also enjoy making designs for others to match, 
unless the designs get too complicated or the game becomes too long. 
Give only one variable at a time; that is, if you ask the child to classify 
according to color, then save classifying according to shape for another 
day. According to research, once young children have ordered objects in 
one way they have some difficulty at this young age seeing the same ob- 
jects in another way. 

Parquetry blocks require the child to organize basic geometric-shaped 
blocks according to designs in the bottom of the box. In helping a child 
new to parquetry, you can say, “Which block looks like this one?" as 
you point to a geometric shape. Children enjoy sorting the parquetry 
blocks into piles of “look-alikes” on the table and even like to arrange 
their own designs without the aid of the printed designs. This is a cre- 
ative use of the toy that should be encouraged. Various other games en- 
courage children to classify shapes. Teachers should go a step further 
and call the children's attention to shapes in their classroom and in the 
Play yard. Even snacks come in interesting shapes, from triangle sand- 
Wiches to round cookies. 

The imaginative teacher can make a classifying experience out of 
numerous common objects. Helping sort the plastic spoons and forks in 
the housekeeping corner is a classifying experience. The block corner, 
With its shelf of squares, triangles cylinders, and so on, is a classification 
Opportunity. With this perception, teachers realize that putting away 
the blocks is a valuable learning experience for children. This holds true 
in most areas of school; that is, the crayons all go together in one 
basket and the scissors in another, while the tricycles are all grouped in 
one storage closet. » : ; 

Seriation is another perceptual activity described by Piaget. The child 
looks at at least three objects, determines whether they are the same, 
and then arranges them in a series, perhaps according to size. Maria 
Montessori, a pioneer early childhood educator, also felt that seriation 
was important. She presented children with numerous graduated cylin- 


ders with matching holes in a long bar. This matching game was self- 


correcting; that is, the child knew the correct arrangement by the way 


the cylinders fitted the spaces. UM 
Nested boxes or cans are examples of seriation toys. Another is the 


Montessori “pink tower," built from graduated boxes stacked to make 
a tower. This toy has been replicated by numerous manufacturers since 
Montessori's day. Teachers can prepare tin cans of various sizes in the 
same way. 

The stacking disc toy, consisting of a single spindle over which the 
child slips colored discs, is familiar to most. Graduated from the large 
base to a screw-on top, the toy is a challenge to perceptual, coordina- 
tion, and seriation skills. When this toy is given to toddlers before the 
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“tage of accountability,” they frequently use the spindle part for a ham- 
mer, much to the dismay of their educationally hopeful parents. 

To learn discrimination of relative size, the child may line objects up 
in order. Many common objects found in the home and school—such as 
balls, pop bottles, and cold cream jars can be used for this purpose. In 
guiding the child’s participation, be sure that you offer appropriate 
word pairs—tallest-shortest, biggest-smallest, longest-shortest and so 
on. 

Children can also practice seriation in arranging chairs or tricycles in 
the room or yard. “Let’s put all the large ones in the back,” suggests the 


teacher. The children may need help with the labels describing these 
perceptual tasks. 


Construction 


Several types of construction materials allow children to build, thus 
helping them discover balance, weight, height, and depth. Some mate- 
rials are quite small and can be used most comfortably on a table, 
whereas others are large and are used on the floor or in the play yard. 


Blocks? 


Blocks are probably one of the most important types of equipment 
supplied by a high-quality early childhood education center. They give 
children an opportunity to express their ideas, interpret what they ob- 
serve, and express their feelings. The shelves of blocks may be the first 
equipment that impresses a visitor, as blocks are displayed in a promi- 
nent place and there are many of them. This arrangement encourages 
the children to incorporate them into many types of play. Children dis- 
cover height, balance, and directionality as they use blocks. They learn 
to judge the amount of Space required to enclose themselves or a toy 
animal or car. They experience distance as they select a block to make a 
» information, and creativity are coordi- 
They recall a “house” and build one for a 


" were using the large hollow wooden blocks. Using 
the ramp, they found some excitement in running their cars down the 


blocks, 


Fi i g f 

igure 9-4, Unit blocks are carefully engineered to fit to ether. Made of hard 

wood they last a long time. (Dodge City (Kansas) Community College Child 
ey la . gi y 


Care Center) 


i ff to one side. They noted other 
“amp and seeing them e RC he brought them to eb 
ee We B ads res discovered, to lay the ab bi ae tA 
ramp. It didn’t work, : d their problem, 
Tue Mee. Se at coles creating excitement one sige 
large wiesen e ti the two ramp run. Now they a Col de 
their cars swooshe to make a three-ramp run. Wow! PAS 
er anaia thire ft back. This is really going to pps bur i5 
padie ir po ek interesting not only to Steve an il vincat 
The downhill ruri pro ere attracted by the excitement, a Ve ne 
other children who d the two boys' initial idea. Gravity ha wie 
paren i and it was a simple matter for the teac to 
ae lees pig mue ee a label for it as the activity came to a close 
Bive the boys 


that day. ^ 
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Large blocks come in several varieties. The largest are usually about 
22" x 11" x 51^", with the smaller ones being half or one fourth the 
large size. Hollow wooden blocks have been available for many years 
and are extremely popular in both nursery schools and kindergartens. 
Hollow blocks are large enough for children to use in dramatic play 
which incorporates them as actors. Though expensive, the large blocks 
are very durable, making them an almost permanent investment for the 
school. Large blocks are now being made of polyethylene and other 
synthetic materials. These latter blocks have the advantage of being 
weatherproof and not splitting or peeling in moist climates. Auxiliary 
Pieces, such as planks and ramps, greatly increase versatility. A set of 
sixty large blocks for twenty nursery school children and a set of 


n children are recommended. 


and returned to storage, 
Cardboard blocks are an outstanding and less expensive substitute 
for wooden blocks, Ti i 


quares and 
ircles, and n 


3 For an insightful arti 


cle see **Toin; : i 
Play and Social Behavior,” by Chet d Block and Housekeeping Areas: Changes in 
35:1 (November 1979), pp, Qc 2471 A Kinsman a 


nd Laura E. Berk, Young Children, 
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inforced inside making them quite durable 


Figure 9-5. Cardboard blocks are re 
ta Technical College Child Devel- 


with reasonable care. (University of Minneso 
opment Laboratory) 

awing to help children and adults find 
at cleanup time. Obviously this sorting 
unity for cognitive learning. Small 
age children to load and unload 


back of the shelves with a dr 
where the different blocks go 
and classifying is an important opport 
trucks stored near the blocks encour 
blocks as well as to build roads for the vehicles. 

Small blocks are much smaller even than unit blocks and contribute 
especially to small muscle dexterity. These blocks are made of either 
wood or plastic. Many are very small, and though interlocking, they 
make somewhat fragile and unstable buildings; therefore, use at a table 
is usually preferred. The older four- and five-year-old children generally 
have the muscle coordination and patience to enjoy these small blocks, 
whereas younger children find them frustrating. Some sets are profitably 
kept in the *rainy-day closet” to be brought out only rarely, when a 
new activity is needed to replace *trained-out" activities. 

Block substitutes are made by some inventive teachers and parents. 
They stuff one cardboard milk carton with newspaper; then as it stands 
upright, a second milk carton opened at the top is forced down over the 
first carton. The edges can be taped with plastic or masking tape. 
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Guiding block play presents many opportunities for creative pian 
Children will use many blocks and build magnificent structures if the 
schedule is open enough to allow sufficient time and if adults encourage 
creativity. With all blocks, the teacher’s role is to provide an adequate 
number for the group of children and to store them where the children 
have ample building space away from generally used traffic lanes. Aux- 
iliary figures and toys stored nearby make outstanding contributions to 
block play. Carpeting on the block-playing area will absorb the noise 
made by falling blocks and the children’s exuberant play. m F 

Block structures are often knocked down by the builder. This is quite 
acceptable, when it is the child’s Own structure, but the teacher can we 
encourage children to use their creativity in taking down their sa: 
structures piece by piece. Sorting and categorizing skills can be learne 
while the blocks are being placed on the shelves, If the teacher works 
with the children as they put blocks away, saying, “You bring them to 
me, and I'll help put them on the shelves,” the resulting ec mU 
may be surprising. With a cooperative air the children will help an 
others will join in the fun, even though they may not have used the 
blocks. If the teacher says, “Thank you,” or “What a big load!" these 
rewards will usually be suffi » 
tion. Singing a song, like ‘Pickin’ up blocks and put ’em on the shelf, 
to the tune of “Pawpaw Pate 
curse placed on using the bl 


ting them away. All should avoid the admonition, “You got the blocks 


y permit the children to leave their block 
Structures set up so that they can add to them from day to day. This 
practice is most feasible when a single group uses the room. With care It 
can be allowed when one teacher has two groups using a room or even 


: é : n 
when two teachers share a room—if good cooperation exists betwee 
the teachers, 


Other Construction Toys 


In addition to blocks there are many other interesting construction 
toys. Some are plastic and some are wooden. Some pop together over à 
plastic bubble or knob; some fit together in precut grooves or join with 
snaps like the grippers on a child's Pajamas. Like blocks these toys give 


Figure 9-6. Steering wheels 
are popular auxiliary pieces 
to blocks and boards. 
(Top—Dodge City (Kan- 
sas) Community College 
Child Care Center) 
(Bottom— Texas Woman's 
University Nursery School) 


Figure 9-7. Colorful plastic 
pieces that fit together give 
children another type of 
construction experience. 
(University of Hawaii Lab- 
oratory School) 


the child an op 
nation. Th 
be frustra 
handle th 
difficult fo 


sive use of patterns should be avoided. Children should have ample op- 


portunity to build in three dimensions and to use imagi- 
ey also give practice in small muscle coordination. Some can 
ting to young children who are not coordinated enough to 
em. Some come with patterns to copy, which are generally too 

r young children and may inhibit creativity. Therefore exten- 


portunity to create their own designs and structures. 


Puzzles 


Puzzles are popular construction toys, as indicated in the opening 


anecdote of this chapter, Puzzles differ from other construction toys» 


however, for the task calls for the child to assemble pieces in a specific 
and preconceived Way to make a picture in its original form. This is à 
clear example of a convergent task—one calling for one right answer. 
There are a number of different kinds of puzzles. The most popular 
for nursery schools and kindergartens are those made of wood. Re- 


cently some have been made in colorful rubber, which adds an interest- 
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ing textural experience. Puzzles are very durable, withstanding years of 
use by classes of children if care is taken not to lose pieces. Choices of 
puzzles include such things as animals, vehicles, and familiar scenes 
from children’s lives and from books they know. Usually each piece is 
an object, a part, or a body, enabling children to think about replacing 
a head, a foot, or a wheel. This arrangement helps the child grasp the 
concepts of whole and part. Another type of puzzle provides inlays of 
whole objects grouped with related objects—such as five fruits, five veg- 
etables, or five objects to wear when it rains. Some puzzles have knobs 
for removing the pieces, but although knobs do give the child experi- 
ence in grasping, they seem unessential to puzzles and are easily broken 
off. Puzzles can be stored in specially built racks, which aids their care 
and protection. Knob puzzles require special racks. 

Puzzles must be selected according to the number of pieces with 
which the child is ready to cope. Development and experience are more 
important than chronological age; however, four to six pieces are 
usually appropriate for three-year-olds and up to thirty for advanced 
kindergarteners. Some kindergarteners may even be ready for the 
United States map puzzle. 

Guiding a child's use of puzzle: 
zle the child is ready for—not too 


s begins with selecting the level of puz- 
hard, not too easy. Sometimes a child 


gains confidence from putting together a simple, familiar puzzle before 
Boing on to harder ones. Sometimes suggesting removing one piece, 
then replacing it, helps a child who is having trouble proceeding. You 
can offer a little help and encouragement if a child seems ready to give 
up, though you should avoid compelling a child to complete a puzzle. 
However, a common situation is for the child to help the adult, for 
there is nothing so sobering as to be left to work a child's puzzle that 
you haven't seen whole! Jim, a graduate student, had this happen to 
him the first day he worked with a four-year-old group. He picked up 

g himself out loud, 


the jumbled mass in honest embarrassment, askin 
?" Whereupon a child, Sara, 


"Now, how in the world do you do this 
volunteered, “Here, Pll help you." And she did, with the eternal thanks 
of the young man. 
Arranging the puzz 
to use puzzles and ot 
helps keep pieces from being 
other tasks from interfering W 
the toys after each self-selecte 
asked to help look for any miss 


acent to tables encourages children 
her structured learning materials on the tables, 
mislaid, and helps keep the distractions of 
ith the child’s work. If a teacher checks 
d activity period, the children can be 
ing pieces before the pieces are lost for 


good. Sometimes children absentmindedly place pieces in their pockets, 
so simply say, “Children, check your pockets to see if our missing puz- 
zle piece is hiding there.” Seek the cooperation of the custodians too, so 
they won’t sweep out your precious pieces. Once a puzzle piece is miss- 
ing the puzzle should be retired for repair. One method of repairing a 


le storage adj 
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puzzle is to line the hole with plastic wrap and fill it with aroan Gler 
letting it set. After it is set it can be painted, hopefully to match the res 
of the puzzle. 

cwm are a long-range investment. Some puzzles should be stored 
away to rotate as "new" from time to time. They are an activity that 
children can usually manage without much help or supervision, leaving 
teachers free to handle more complicated learning centers. 

Children can occasionally make their own puzzles by selecting a mag- 
azine picture and gluing it to cardboard—men's shirt boards are good. 
Put the glued picture flat under books to dry, with a wax paper on top 
of the picture. Wax paper does not adhere to white glue. After the glue 
is dry, the pieces can be cut. A paper cutter is helpful in this task. 
Remember to make the pieces simple at first; then they can be cut fur- 
ther if the child is ready. 


Coordination 


One group of materials helps the child to learn small motor coordina- 
tion and to practice these motor skills until they become unconscious 
and automatic. You, for example, once had to look at and think con- 
sciously àbout tying your shoelace; now you do it automatically. 

Small motor coordination plays an important role in reading and 
writing, which are in their preliminary stages during the preschool 
years. Lugo and Hershey suggest four steps in the sequence of mastering 
a fine motor skill. First, the needed maturation of the visual and hand 
muscles must be present; second, the child notes the problem or task 
and is motivated to try to do it; third, the child tries out the task; and 
fourth, the child practices until mastery is achieved.* Children in our 
early childhood centers may be at any stage of this four-step sequence. 
A child may be more advanced in some skills than in others. Our task is 
to present the children with interesting materials and with support 
while they develop and practice these skills. 


Bead or Ring Stringing s 
Manipulative skills develop as the child strings beads or rings. Special 
laces with metal tips are available, making the task easier when the 
holes are small. In an emergency a piece of masking tape rolled securely 
around the end of a lace will make the tip firm and enable the child to 
get it through the bead. At a beginning level the child will mostly be 
concerned with transferring beads to string. Later the child will become 


selective, perhaps choosing red beads, or square ones, or even alternat- 
ing the beads to form a pattern. 


* James O. Lugo and Gerald L. Hershey, 


: Human Development (New York: Macmillan 
Publishing Co., 1974), pp. 365-366. 


— a 


Figure 9-8, Bead stringing challen; 
Nursery School) 


ges motor skills. (Texas Woman’s University 


i i ipulative skills 
i is mini in is very popular, developing manipu 
Be deat antag fo bidar and overpasses. (Southeast Oakland Voca- 


tional Technical Center) 
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Another lacing task is shoelacing. This is a practical task, and parents 
will be happy if their children learn to do it. There are several shoelac- 
ing toys available, but the inventive teacher can merely bring a dis- 
carded shoe for children to practice lacing and tying. However, both 
teachers and parents should remember that tying shoelaces is generally 
learned when the child is five or six years old. Also in the clothing line 
are items used to practice buttoning, zipping, and snapping. Though 
these, too, are available commercially, they can be made by anyone 
with some time, materials, and elementary sewing skills. 

Lacing string or yarn in sewing cards and special lacing cards gives 
good practice. One drawback is that the teachers generally must unlace 
the cards to prepare them for reuse, a task that becomes time-consum- 
ing and tedious. Sewing on burlap with yarn in large needles is a similar 
task, and the child is allowed to keep his or her creation. The teacher 
will want a needle threader to help with keeping the children’s needles 
threaded. It is wise to start the day with a number of needles already 
threaded. Tacking burlap to wooden frames helps the children use it 
more successfully. 


Pegboards 

Pegboards and a basket of colorful pegs especially intrigue the 
youngest children. First they select pegs at random and concentrate 
on fitting them in the holes. Later, children may create designs or follow 
a friend’s pattern or the teacher’s. Squares of ceiling celotex with holes 
can be used for pegboards, thus providing children another sensory ex- 
perience. 

Coordination practice is carried out in other situations in the school. 
The use of writing and drawing tools and scissors, the tearing of paper, 
and the squeezing of glue bottles are examples. Turning pages of books, 
placing the needle on the record player, and buttoning and zipping 
clothing all contribute to coordination practice. 

Coordination skills are preliminary to many other motor skills, and 
teachers can encourage their practice by setting expectations that are in- 
dividual. Age is not the best criterion, and some three-year-olds excel 
some fives. Competitive situations should be avoided, for when a child 


io he or she may grow tense and begin to avoid the practice that is 
needed. 


Guiding Structured Learning Activities 


Purchasing a variety of structured learning materials and displaying 
them invitingly are the beginning steps in guiding children’s use of 
them. Generally they are placed on shelves or in areas designated for 


ured materials children can be self-directed, talk- 
Is are tried, completed, and returned to the 


o College Child Development Laboratory) 


Figure 9-10. For most struct 
ing, and sharing as the materia 
shelves. (San Antoni 


n move in and out of the areas as they become 


interested during self-selected activity periods. Because many of the ma- 
terials are used by one child working alone, there are fewer quarrels 
over these materials, and less close adult supervision is usually needed 
than in some of the other areas of the school. This characteristic is a 
plus for overworked teachers, who can oversee these materials from a 
distance while they concentrate their energies in a more demanding 


area. Caution is advised, however, for children do need support, espe- 
cially in their initial use of these materials. Teachers can encourage new 
hild to think at a higher level if they 


uses of materials or encourage a € 

keep close watch on how the children use the materials. Teachers 

should note which children use what materials and which children 

never use some of the materials. Teachers should then determine if these 
coordination skills 


children are practicing perception, construction, and coor 
sufficiently in other parts of the program. It is highly likely that they 
are, but if not, they may need some individual attention and encourage- 


ment. 

Teachers are cautioned against plying children with continuous ques- 
tioning; many of these materials are used in an explorative fashion at 
first and the children cannot label what they are discovering. Their 


in experience. 


learning deepens as they gal s ` 
In a rare case a child may learn to isolate himself or herself from 


others by using these individual type activities. These materials may 
become a refuge for a withdrawn child. In such situations the teachers 
plan ways to help the child learn to associate with others successfully 


and comfortably. 
235 


their use, and the childre 
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Many guidance problems can be eliminated if the space is arranged so 
that a child who is involved with one of these toys is not interfered with 
needlessly by children passing to and fro. With planned storage, chil- 
dren can learn to return these materials to their rightful place. 


Conclusion 


Structured learning materials are those toys in which size, shape, 
weight, color, and texture do not change. Their use helps children learn 
concepts about the physical world, stimulating many types of intellec- 
tual operations. Structured learning materials provide opportunities for 
three types of experience; perception, construction, and coordination. 
Many are manipulated individually and are self-paced and self-correct- 
ing. Inventiveness and creativity are fostered by many of the structured 
materials and may be an important avenue of expression for those 
children who do not enjoy nonstructured activities, Prereading and 
prewriting skills are being developed through the use of structured 


learning materials, for example, left-to-right progression, handedness, 
and symbol comparisons. 
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L feel like I've had a bath 
in lollipop suds,” said four-year-old Julia wiping her sweaty brow after 
running a distance on a hot humid day. 

Julia's comment is one of many examples of creative speech you 
might hear as you listen carefully in a nursery school or kindergarten. 
The out-of-the-mouths-of-babes stories told by proud parents and dot- 
ing grandparents focus on the unique word combinations children in- 
vent. Children enjoy coining new words, rhyming words, and experi- 
menting with words. Unhampered by knowing the "right" way to say 
something, children's expressions are often colorful and original. Chu- 
kovsky, a famous linguist who collects examples of children's creative 
language says, "Beginning with the age of two, every child becomes for 
a short period of time a linguistic genius." ! 

Language makes us human and different from all other living orga- 
nisms. The years from birth to six are crucial for language development. 
Speaking, listening, reading, and writing are all part of language devel- 
opment. Listening is called aural language, and speaking is called oral. 
Both precede reading and writing. The nursery school and kindergarten 
teacher's purpose is to give children extensive experience in listening 
and speaking. This is background for later writing and reading. The 
many concepts learned orally and aurally serve as a frame of reference 
for reading and writing. Reading and writing can be difficult for chil- 
dren if oral and aural language experiences are inadequate. 

Children's strengths shine through in their early efforts to com- 
municate. They learn first in the family, acquiring their native tongue 
there. Chukovsky believes they work hard and says, "In truth, the 
young child is the hardest mental toiler on the planet. Fortunately he 


* Kornei Chukovsky, From Two to Five, (Berkeley, California: University of California 
Press, 1968), p. 7. 
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a child and patiently waiting for a response 


Figure 10-1. Speaking quietly to aiting 
te. (Michigan State University Laboratory 


helps j : 
i the child learn to communica 
reschool) 


when language acquisition and 


7»2 However, 
ften take a back seat 


does not even suspect this. 
hievements o 


development is discussed the child's ac 
to some of the problems encountered. 

Before dealing with these problems let's 
Categories which review language behavior that most c 


With minimal difficulty. 


discuss goals stated in seven 
hildren achieve 


Goals for Language Development 


The goals for aural or receptive language are closely linked with goals 
Or oral or productive language Receptive listening 15 combined with 
the child's ability to hear- Once heard the verbal sounds must be de- 
Coded into meaning for the individual. Newborn infants respond dif- 
ferently to sounds of high and low intensity. Infants especially respond 
to human voices. A parent who talks to the baby begins to receive posi- 
i flections that parallel 


tive responses as the baby babbles—often with in 
those used by the parent. The baby's alert eyes follow the speaking 


Parent's eyes. Long before being able to speak the toddler can respond 
accurately to commands such as “Bring me the ball," "Wave Bye-bye,” 
or “Give mommy the spoon.” Eventually this receptive language is fol- 


* Ibid., p. 10. 
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lowed by the child putting sounds together that make words. Language 
is a two-way street—listening and speaking. Throughout childhood and 
even in adulthood people can comprehend language which they may 
not be able to duplicate. 


Seven Major Goals 


Young children’s language achievements should be appreciated. Most 
children learn sufficient language for communicating with very few 
problems arising. When problems arise the teacher should make a care- 
ful analysis before intervening. In planning language activities for chil- 
dren and interacting with them consider the following goals: 


Producing Verbal Sounds 
The ability to hear and make verbal sounds is essential to speech 
production. Most babies produce verbal sounds effectively at birth. Ver- 


bal sound production is rarely a problem and hearing difficulty occurs 
in only a small number of children. 


Speaking in Distinct Syllables Articulating Clearly 

Articulation is an important factor in both speaking and comprehen- 
sion. There are numerous sounds for the English vowels. Consonants 
such as s, v, r, t, and | and blends of two or three consonants are 
frequently not learned completely until children are seven or eight years 
old. The teacher may have to help interpret a child’s comment as in the 
following: On a trip to a farm four-year-old Michael said excitedly, 
“The ’ticky *tepped on it!” Five-year old Angella replied, “Michael, I 
can't hear you.” Michael, raising his voice repeated, “The "ticky "tepped 
on it." Angella raised her voice and shouted, “Michael, I can't hear 
you." Michael, now quite exasperated, started to shout his statement 
when the teacher stepped up, “Angella, Michael is telling you that the 


chicken stepped on the egg." Both children seemed relieved that the 
teacher had aided their efforts to communicate. 


Formulating New Words, New Word Combinations, and Eventually 
Statements and Questions 

Here language, creativity, and the thinking process are combined. 
Children may often be heard verbalizing as they go about an activity 
such as climbing, cutting, or dressing. This may serve as a private rë- 
hearsal. Even adults sometimes verbalize the directions for an activity 
that is new or difficult for them. Children work hard, yet enthusi- 


astically at this task of communicating through language. Every Sen- 
tence is a fresh new creation. 
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Learning a Vocabulary 

Labels for objects, ideas, actions, and descriptors of many kinds are 
needed. New experiences enrich the child’s vocabulary. In addition, 
Many opportunities to express thoughts out loud, to be talked to, and 


read to are needed. 


Using Standard Rules of Grammar 

The child gradually begins to sense the rules of grammar for the lan- 
Buage by experimenting with it daily. Each language has specific rules. 
English has irregular verbs that may cause children considerable dif- 
ficulty. There is a customary placement of pronouns, articles, preposi- 
tions, adjectives, and adverbs for children to learn. The young child will 
not be able to state grammar rules. Communication can and does take 


place without perfect grammar. 
Developing a Voice of Culturally Appropriate Quality, Pitch, 


Intensity, and Timbre mE A 3 
Voice, in this context, is culturally approved, being pitched higher in 


Chinese, for example, than in English. Certain stress, intonation, and 
pauses are all to be learned. 


Developing Fl Speech 

g Fluency of Speec : . 
Fluency refers to the person's ability to choose words quickly and to 
Speak in a smooth effortless manner. Fluency is a long-range goal as are 


most of the goals for language development. 


Relationship of Language Development 
to Total Development 


Language development influences and is influenced by all other areas 
of development. Understanding the linkages will help parents and 


teachers plan most effectively for children. 


Social Development 

Of course, the child's first social environment is the family. A child's 
language is influenced by relationships with family members. If a good 
verbal relationship exists, children have more advanced language skills 
than others in their age group. Stimulation from parents, siblings, and 
Playmates is extremely significant. Children want to communicate. 
Since birth they have been learning to interpret the words and actions of 
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family and friends, and in turn, they learn the words and actions that 
these people will understand. Communication is a two-way street—in- 
dividuals try to let others know their thoughts and feelings while the re- 
cipients try to decode the messages. This is a marvelous human capac- 
ity, and we want the child to continue to grow in both the production 
and the comprehension of language. 

Social development is fostered when children have language skills. 
Language skill encourages a child to make social contacts. The solitary 
play of a two-year-old develops into cooperative play as the child ma- 
tures in ability to communicate. Then the child can approach another 
child verbally as well as physically. Children with the most advanced 
language skills make the most social contacts, lead others in activities, 
and organize cooperative play. 


Emotional Development 


Emotional development is also fostered when the child has language 
skills. Both good and bad feelings can be expressed verbally. The child 
is able to protest when things go against his or her wishes. The total 
emotional climate of the child's environment will affect the child's 
speech progress. Being very shy or insecure will negatively affect the 
ability to express oneself. Language skill affects the child's self-concept. 
Positive feelings accompany successful communication. 


Cognitive Development ' 


The brain is the center of both cognitive and language development. 
Recent work in mapping the functions of the brain indicates the left 
hemisphere controls both language and analytical thinking. The right 
hemisphere is the center for holistic and creative thinking. Healthy peo- 
ple use both sides; however, because of individual differences in domi- 
nance, one person may have a cognitive style that is verbal-analytical if 
he or she operates primarily in the left hemisphere and another, a holis- 
tic style, if operating primarily in the right hemisphere.? The first type 
might be said to see the trees while the second sees the forest. According 
to Banville, “The kinds of functions involved in recognizing colors and 
the shapes of letters and words is right-brained; the association of the 
spoken word with the shapes and colors is left-brained process (occur 
ring in the language areas of the left hemisphere). 4 


3 David Galin, M.D., “Educating Both Halves of the Brain," Childhood Education, 
53:1 (1976), p. 18. 


* Thomas Banville, “Brain Hemisphericity: A High Voltage Topic," Early Years, 10:1 
(1979), p. 53. 
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This research helps one to appreciate the complexity of language 
learning. It may help teachers understand, too, why numerous methods 
of teaching are required when working with young children. Pictures, 
which are perceived primarily by the right brain present an experience 
different from auditory stimuli. One child may learn better from one 


than from another. 
According to Cazden, a researcher studying children’s language, 


a child has learned his native language by the time he 
e has learned? A set of sentences from 
nts to say something? The meaning 
the right interpretation for the sen- 
and interpretations were enor- 
de of a small and unimportant 


When we say that 
enters first grade, what do we mean hi 
which he chooses the right one when he wa 
of a set of sentences from which he chooses 
tences he hears? Even if the sets of sentences 


mous, the result would still be inadequate. Outsi 
list of greetings like Good morning and clichés like My, it’s hot today, few sen- 


tences are spoken or heard more than once. Any speaker, child or adult, is con- 
tinuously saying and comprehending sentences he has never heard before and 
will never hear or comprehend again in the same way. Creativity in expressing 
and understanding particular meanings in particular settings to and from partic- 
ular listeners is the heart of human language ability. 

The only adequate explanation for what we call “knowing a language” is that 
the child learns a limited set of rules. On the basis of these rules he can produce 
and comprehend an infinite set of sentences. Such a set of rules is called a gram- 
mar, and the study of how a child learns the structure of his native language is 
called the study of the child's acquisition of grammar. 

When we say that a child knows a set of rules, of course we don't mean that 
he knows them in any conscious way- The rules are known nonconsciously, out 
of awareness as a kind of tacit knowledge. This way of knowing is true for 


adults too.5 3 
h the necessity of coping with more than 
hildren, hamper the development of skill 
sary for them to learn two words for 
gests the opposite. For example, Smart 
mmunication grows more and 


According to some researc 
one language may, for some c 
in a single language. It is neces 
each concept. Other research sug 


and Smart report, “As international co ; | 
more important, it becomes more and more desirable for children to 
» 


Speak more than one language. In an earlier era, it was thought to be 
disadvantageous for a preschool child to learn a second language. Cur- 
rent research suggests the Very opposite, that the best time to learn is 
early and the best way to learn is from a person who speaks that lan- 
Buage as his mother tongue, that is, a native speaker. Advantages are in 
terms of ease of learning sounds, flexibility of brain function, and re- 


lated cognitive development. 


5 « i i Early Language Acquisition,” 
Courmey B. Cazden, “Suggestions from Studies of y guage Acq on, 
Lan i ildhood Education, ed. Courtney B. Cazden (Washington, D.C.: 
gage Ia ur ion of Young Children, 1972), pp. 3-4. 


The National iation for the Education o 
1 add N Russell C. Smart. Children: Development and Relationships 


(New York: Macmillan Publishing Co-» 1972), p. 267. 


Figure 10-2. A useful technique is to point out objects in a book and ask 


children to label and talk about the objects. (Parent-Child Development Center, 
Houston, Texas) 


Physical and Motor Development 


Biological factors may affect the child’s speaking and hearing ability. 
Rubella (German measles) is one serious disease that can infect a 
woman in the early stages of pregnancy. Such infection may cause ab- 
normalities in the speech and hearing organs of the fetus.? Birth injuries 
may impair the child's ability to speak and hear. Brain damage or injury 
to the speaking and hearing organs in childhood may be equally dis- 
abling.? Also, adenoids may grow into a child's ear and nose passages, 
interfering with hearing and breath control. A child who does not re- 


? Maurice H. Miller and Marcia Rabinowitz, “Audiological Problems Associated with 


Pre-Natal Rubella,” International Audiology, 8:1 (1969), pp. 90-98. 


® L. Fisch, “Causes of Congenital Deafness,” International Audiology, 8:1 (1969), PP- 
85-89. 
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spond to verbal directions or who eats noisily may have a problem with 
adenoids. Parents should be alerted to the need for a medical checkup. 
Physical and motor development affect the organs of hearing and 
speech. A malfunction in any organ can create language handicaps. 
Newborn infants are now tested for hearing in maternity wards. Hear- 
ing aids are fitted to the infant when a hearing loss is discovered. A 
hearing aid helps the infant hear all the prelanguage sounds commonly 
heard by normal infants.? A child whose speech and hearing therapy is 
left until later childhood may first require training in the infant lan- 
guages of babbling, lolling, and gibberish. Finally, words are in- 
troduced. 
_ The child who can spea 
in large motor activities at home and sch 
very important years. A foundation is esta 
ment in motor skills and in language skills. 


k and understand is a more lively companion 
ool. The years before six are 
blished for all future develop- 


How the Teacher Fosters Language 


Development 
d kindergarten teacher do to foster 
f suggestions follow. 

ly relaxed atmosphere that 


te Thet blishes a comfortab 
e teacher establishe with everyone. Children are 


stimulates the children to talk freely v j 
encouraged to exchange ideas, share information, and ask ques- 


tions. Though teachers may make an effort to encourage “indoor 
Voices" in the classroom, they appreciate children who are happy, 
lively, and talkative. Silence is not a scared commodity. In fact, the 
young child's classroom or play yard is almost never quiet. 


1 se. 1 ” 
Teachers may at times have to interpret the “noisy classroom" to 
janitors, cooks, or parents. As Lan- 


other teachers, administrators, alee Wn 
dreth says, “How can a child learn he has views if he is never per- 
> 


i 10 
mitted to express them?” l , 
2. Teachers value each child and find time to let each talk, serving as 


models for the child’s speech, speaking clearly and correctly, and 
using words, gestures, and examples to help the child understand. 
They quietly seek out children who are less assured and help them 
feel at ease when talking with teachers and others. They visit chil- 
dren at home and talk with their parents to learn the personal in- 


What does the nursery school an 
language development? A number o 


w. G. Hemenway, “Report of the Hearing Screening of 


| Audiology, 8:1 (1969), 
Childhood Behavior an 


? Marion P. Downs and 
17,000 Neonates,” Internationa’ 

10 Catherine Landreth, Early 
1967), p. 199. 


pp. 72-76. 
d Learning (New York: Knopf, 
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Figure 10-3. A child with a favorite toy may be willing to tell you about it, thus 
gaining language practice. (University of Hawaii Laboratory School) 


terests of each child. When teachers know about family events, 
pets, siblings, or toys they can engage a child in conversation on 
personally interesting subjects. A teacher may discover a subject 
that a child likes to discuss and reserve that topic for their private 
conversations. One child goes skiing; another goes fishing; another 
raises rabbits. One teacher learned a few words of Russian to be 
able to say “Good-bye” to a child who spoke Russian. 

3. The teacher capitalizes on every opportunity to extend a child’s vo- 
cabulary, to increase his or her ability to formulate sentences, and 
to describe an event in a sequence. Every learning experience 1$ 
considered for its language arts possibilities. For example, follow- 
ing a cooking experience, the teacher asks questions to enable the 
children to practice the new words the experience has introduced. 
A few days later the children recall the cooking experience and 
relate it to another project that has been planned for them. The 
teacher may ask the children to tell what they plan to tell their 
parents about the activities of their day in school. When children 
have been personally involved in activities, they can talk more eas- 
ily. Verbalizing helps them remember. The teacher may send home 
materials that encourage children to speak. Their products give 
something to show and to explain to their parents. 

^. The teacher gives clear directions. When giving directions, he or she 


10. 


- The teacher strives t 
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demonstrates as well as talks in order to give the children clues to 
the meaning of what is said. The teacher also avoids putting too 
many ideas in a single sentence. She or he gets the children's atten- 
tion and speaks clearly. 

The teacher makes plans for the children's language development. 
Both talking and listening experiences are planned. The teacher as- 
sesses the needs of individual children to determine the activities 
that are most appropriate for each. A variety of activities is planned 
in order to interest the children and keep them eager to learn. Inter- 
esting displays of pictures and objects in the classroom are planned 
to stimulate conversation. 

The teacher who hears incorrect pronunciation and grammar 
allows the child to finish the statement, believing that incorrect 
Speech is preferable to no speech. Having responded to the 
thoughts in the child's communication, the teacher may then, or 
later, use the specific words correctly to help the child begin to hear 
the correct form. All teachers should be aware that though there is 
considerable uniformity in the country in language, there are 
regional accents and dialects that make it difficult even for edu- 
cated people to communicate. Teachers must be most E 
when helping children who are new in the community and Lis ren 
from various ethnic groups. The teacher's language is not petter 
than such a child's, just as a New Yorker's language is not "better 
than a Southerner's. With conscientious effort they can all com- 


municate. 
The teacher uses open-ended questions that encourage the meos 
to elaborate on their ideas, information, and feelings—to use tl A 
skills in thinking and putting it all together. For crampi E 
teacher says, “What do you think the boy will do now? instead 5 
"Did the boy go swimming?" Or, “Tell me about your nips bee 
stead of, “Did you take a trip?” The second ane in ie te 
examples can be answered with a yes or a no s "n not ca 

ould you tell me 


further elaboration. The teacher might say, 
about >” or, “I’m interested in where you found the 
PME a 


» 


o be the kind of person the children want to 
identify with. Identification is a powerful FARO NUN ugs 
tion. Children try to act and talk like people ti ji i xe E 

The teacher accepts the children as they "n and avoi g. 
To keep communication channels open, the tea 


P i feel. 
them how they "ought" to act, think, or 
The teacher snm adoh to the children, and reflects their words 


and body language back to them to let them know their communi- 
cation is heard and understood. For example, if Ken bites his nails 
and looks fearful, the teacher recognizes his state—he’s scared- 


cher avoids telling 
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11. 


12. 


T3, 


14. 


—and says, “It’s scary to get so close to the train, isn’t it?" When 
the teacher is competent at interpreting the meaning beyond the 
children's words she or he is really tuned in to children. 

The teacher picks up on the children's verbal horseplay, chanting as 
they chant, rhyming as they rhyme, laughing as they laugh, and 
enjoying their fun with language and all communication. 

The teacher avoids being fussy about names and titles; such fussi- 
ness can stifle the children's conversation. Surely a wise principal 
would not want to hear the teacher say, “Stop chattering and speak 
to our principal Mr. Smith correctly and with respect, Jonathan." 

The teacher watches for the children who don't speak, for those 
who don't appear to hear, for those who don't respond to direc- 
tions until after the others start, and for those who talk with a 
nasal twang or who eat unusually noisily. Such symptoms suggest 
to the teacher the need for medical referrals, hearing and speech 
assessment, and possible therapy. It is important to take care of 
problems before the child develops habits that are difficult to 
change. 

The teacher writes down stories, songs, poems, and sayings a child 
expresses and reads them back to the child, showing that language 
is valued and teaching that there is a relationship between spoken 
language and the written words found in books. 


Figure 10-4. Older children are often able to tell the group about interesting 
things. (University of South Carolina Children's Center) 
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Figure 10-5. Child articipating willingly in a flannel board presentation, ! 
ave sisi ta bots alk and listen. (University of Illinois Child Develop: 


ment Laboratory) 


Planning Language Arts Activities 


Language is a two-way street—listening-and y ned per ges iti 
be as important as speaking itself. Listening must be pre ee compe 
hension. Active thinking should accompany listening. ies on n 
Sure that a child sitting quietly is listening. The entire program, 


doors and out, affords numerous opportunities for involving children 
" 


with lan ‘ 
Ghai he eae starts a new project or à learning — a 
niques are used to quiet the children and gain their pieni a a 
Poem, finger play, a puppets or 2 new picture can Moran 
e teacher will want them to follow the cae cerei nnd 
about what is said, be stimulated to further lume a morman 
behavior or new understanding. All children will not r p Da 
re kept available for those with di 


Projects. Therefore other activities a 

erent interests. As each activity Is planned, teachers os ito 
Words and phrases that the children can learn. Plenty of time sh 
allowed for children's comments and questions as an activity pro 


Bresses. 
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Games 


Games such as “Simon says" can be played with small groups to en- 
courage listening and learning new vocabulary. The common “Simon 
says, ‘Stand up’ " can be altered to “Simon says, ‘Put your hands above 
your heads’ " or “ ‘put your hands below your chair.’ " Such a game 
can be played at the snack table while the children are waiting for the 
snack to come, or at the gate when they are waiting for their parents or 
a bus. 

Guessing games can be created by the teacher as the characteristics 
of familiar objects for children to guess are described. At first, the ob- 
jects should be near at hand. Later, out-of-sight objects at home and at 
school can be described. After some experience the children can take 
turns describing objects. 

The teacher can say, “I’m thinking of something that is—HOT. What 
could it be?" When the children catch on, a child can be invited to 
choose the object and the adjective, whisper the choice in the teacher's 
ear, and then tell the others whether they are correct as they guess. 

A box or a bag with several objects for children to feel, describe, and 
name invites conversation. They can learn to use such words as rough, 
smootb, large, small, hard, soft as they try to identify the object. The 
teacher can select familiar items. Large and small can be learned more 


readily by using two sizes of the same object—buttons, Jell-O boxes, 
milk cartons, and so on. 


Jokes 


Five-year-olds who are beginning to appreciate jokes will enjoy cor 
recting the teacher who says absurd things like “Shall we wait until 
the street light turns purple?" Children like to play tricks on others, t00, 


once their concepts are well enough formed so that they can recognize 
the absurdities. 


Records and Tapes 


Records and tapes are outstanding aids that encourage listening. A 
record player that is simple enough for the children to operate will en- 
courage voluntary listening. The collection of records should be 
changed frequently. A quiet nook that is free of distractions is a 00 
location for the record player. 

Tape recordings of the children's conversations, stories, and songs €n- 
courage the children to listen for their own voices. Stories the children 
record can be typed and placed in a book, or they can be sent home. 


Figure 10-6. Tape re- 
corders with earphones 
make self-teaching easy. 
Teachers can make or buy 
His tapes. (University of 

outh Carolina Children's 
Center) 


d, and the children begin to see a relation- 


Ship between spoken and written words. 
Headsets for a record player or a tape 


Thus their value is enhance 
recorder are valuable additions 


to equipment. Occasionally a child wants to hear a record that inter- 
feres with another child's activity, or a child may want to hear the same 
record over and over. Using the headset avoids disturbing others. 


Music 


Teachers can hum or play a tune or à rhythm for the children to 


Buess. Children can learn to lead this listening game too. Children need 
Opportunities both to listen to music and to participate. Songs help 
Children add new words to their vocabularies. Further discussion of 


music and rhythm follows in Chapter 13. 


Literature 


The use of good literature contributes to language. Poetry challenges 
children’s listening. Children can help the teacher rhyme words. With 


only a little experience children will know that the word in a poem to 
rhyme with ice is slice or mice. Many good poems are available for 
Children, which, when presented enthusiastically, will interest them. 


Suggestions for books, poems, and finger plays are given in Chapter 11. 
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Dramatic Play 


Imaginative role-playing, so popular with young children, contributes 
to their language development. Children need to talk in making their 
wants known, they have concrete objects to discuss as they play, and 
they enact roles they have observed. All these conditions contribute to 
learning. Dramatic play is discussed further in Chapter 12. 

Puppets and flannel board figures are useful aids for encouraging 
children to speak. Shy children find that speaking through a puppet or a 
figure is easier. Torrance, who has done notable work in children’s cre- 
ative language expression, gives children a “magic net," under which 
they imaginatively become whatever they wish. They wear the magic 
net and stand, walk, talk, or dance like the person, animal, or object 
they wish to become. Torrance used colored netting 36" x 72" and gave 
about ten children “magic nets" at one time.!! 


Telephones 


Telephones are extremely useful in encouraging conversation, and 
every school should have several. The children will often talk to each 
other, and the teacher can talk to a child in casual conversation or ask 
for information such as, “What is your telephone number?" “What is 
your home address?" 


Field Trips 


Field trips and other special events will help extend the child's lan- 
guage. From firsthand experiences the child builds a frame of reference 
with which to compare new information, whether it comes through 
reading, listening, or experimenting. Details for planning field trips are 
given in Chapter 14. 


Sharing Time 


Sharing time, or *show and tell," is a popular activity in the kin- 
dergarten. This is an organized time when an individual child shows the 
group something brought from home or tells about some event. The ac- 
tivity gives the child an opportunity to speak before the group. The 
child is encouraged to develop the discussion in logical sequence. Chil- 


dren learn to listen and then ask the speaker questions. They all learn to 
take turns. 


1 E. Paul Torrance, Encouraging Creativity in the Classroom (Dubuque, la.: Wm. C. 


Brown, 1970), pp. 3-5. 
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stimulates listening skills. (Fowler, 


Figure 10-7. Using a puppet the teache 
ansas Kindergarten) 


o help the children select worthwhile 


things or ideas to share during “show and tell.” They can help the 
children plan what they will tell. Parents can help their children keep 
track of which day of the week is their sharing day, for once the “show 
and tell” idea becomes popular in a class-it is seldom feasible to let ev- 
eryone speak each day. In a class of fifteen or more children the sharing 


time could take an hour—much too long to expect active listening. 
Overlong periods rob other meaningful activities of their rightful time 
in the schedule. A calendar can be arranged designating a certain day 
for each child to bring or tell something. Exceptions are made, of 
Course, when a child has something very special for *show and tell": a 


new baby sister or the first flower of spring qualifies. 
me is held during snack time. When only a 


In some groups sharing ti ck tir 1 
Portion of the group is slated to speak, daily sharing time requires only 
a few minutes. Table conver lued language experience, is also 
encouraged. 

The key to success is the teacher, who must develop skill in directing 
Sharing time in order to make it a pleasant learning experience for both 
the speaker and the group. Skill is needed in drawing out the shy 

the teacher will preserve the 


speaker and limiting the verbose one. Also, 
child's dignity and allow for individual differences in ability to partici- 


pate. Learning can be increased if the teacher judiciously raises ques- 
tions and directs the children's attention. Occasionally a teacher may 


Parents should be enlisted t 


sation, a Và 
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> 


designate certain things as being good for “sharing time,” such as fall 
seeds or leaves. 

A “sharing table” can be set up for children to display their speci- 
mens and treasures. The self-selected activity time can be used for indi- 
vidual discussion of these objects. As many three- and four-year-old chil- 
dren are not ready for an organized “sharing time,” a “sharing table” 
may be substituted. 


Teaching Foreign Language 


“Why doesn’t the school teach a foreign language?” “Are there ad- 
vantages to teaching a second language to young children living in an 
English-speaking environment?” These questions are often raised by 
parents. There is a difference of opinion with regard to the optimum 
time to introduce a foreign language. Some authorities believe that the 
training should begin early. Others do not believe that all research sup- 
ports early foreign language instruction. 

In some situations the child must learn a second language. Many 
disadvantaged children are, in effect, learning a second language.!? The 
school starts with whatever language skill children have and teaches 
them English much as a foreign language is taught.1314 

A five-year study of the effects of teaching Spanish to kindergarten 
children was carried on at Texas Tech University. The classes were 
made up of middle-class five-year-olds in the laboratory kindergarten. 
During the five years five groups received Spanish lessons. Lessons 
lasted from 10 to 15 minutes per day and varied from one to two 
semesters’ duration. The study was designed to find: 


1. Whether five-year-olds could be motivated to learn Spanish. 
2. What could be taught to them. 


3. What methods could be used effectively. 


Lessons were carefully outlined with the Spanish staff of the Depart- 
ment of Foreign Languages. Spanish professors and students in lan- 
guage “methods” classes taught three years. The kindergarten teacher 
and Spanish-speaking child development majors taught the last two- 
The kindergarten teacher and college students had considerable enthus!- 


12 Joan C. Baratz, Language in the Economically Disadvantaged Child,” Journal of 
American Speech and Hearing Research, 10:4 (1968), pp. 142—145. 
335. Pian Meyerson, “The Bilingual Child," Childhood Education, 45:9 (1969), PP: 
14 George I. Sanchez, "Significance of Language Handicap," Learning 4 New 


Language, ed. Margaret Rasmussen (Washington, D.C.: Association for Childhood Edu- 
cation International, 1958), pp. 25-32. 
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asm for the language. Incidental events often became language lessons. 
For example, during snack time, the teacher would ask, «¿Quien quiere 
mas leche?» The children learned to hold up their hands and respond, 
«Mas leche, por favor.» (“Who wants more milk?" “More milk, 
please.") 

The cooperation of the kindergarten teacher and the language in- 
Structors was important to the success of the project. The new language 
was never an isolated experience. Using trained language teachers gave 
the children good models to imitate. The kindergarten teacher's active 
Participation protected the children from teaching methods that did not 
consider their individual needs and development. Because of the 
teacher's participation the language and related experiences permeated 
the entire program. ; 

Lessons were planned to focus on familiar objects, expressions, and 
situations at home and school. A single concept was presented in 
Various interesting ways to keep the interest high. For example, when 
the children were learning to count, they counted the number of chil- 
dren, the number of girls, and the number of chairs. They also sang 
“Ten Little Indians" in Spanish and took turns counting individually. 
Counting was interwoven with other concepts that were being learned. 
Teaching aids of all kinds were used to present real things and models 
for the children to talk about. The lessons were short and they were 


un. 

The outcome seemed positive in most respects. The children leaped 
the language barrier with grace. Spanish was a natural choice for ue 
community, which had a 20 percent Mexican-American population an i 
a natural relationship to Mexcio. The children learned about 2m 
the festivals that are part of Mexican tradition. They were intereste: s 
learning the new language. Often they reported having heard Spori 
on the radio (not uncommon in that part of Texas), or ii e en ^ 
ing it while they were shopping downtown, or at home where older 


b i for school. 
rothers and sisters were stud ealed to the children. They 


Th ngs particularly app 
terete m E panteipate individually, although ie Mn 
Never forced to respond until they indicated their pomi M e 
Who had trouble articulating English sounds were actually helped by 
Saying the sound in Spanish. The boy who spoke German rhage 
Private help in English during the Spanish lessons. However, he had so 


much facility with languages that he MC nan a ex- 
i i who were using them in thelr play. 
ie cds ee acne e parents gleaned valuable information 


T , and th 
he staff, the students, à eresting to all to observe the children 


durin i It was int 

g these sessions. It c 

learning a subject about which one could assume no prior knowledge or 
ly childhood education students expected to 


ome practice. Many ear 


ying Spanish 
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teach Spanish-speaking children in Head Start and felt they had learned 
teaching methods that would help them. 

The importance of planning was clear. Deciding the concepts to 
teach, planning the sequence for teaching, and preparing the teaching 
aids took considerable time and thought. Concepts related closely to 
children were the best choices. 

Better pronunciation resulted from individual participation than from 
group recitation. The teacher’s verbal approval was of greatest impor- 
tance. Approval was given both to the group and to individuals. 

Whereas teachers with much teaching experience could keep a large 
group interested, beginning teachers were more successful with small 
groups. All planned activities that were fun. Involving children in a var- 
iety of songs, games, pictures, toys, stories, and role playing contributed 
to the success of the lessons. Teachers frequently shifted from one teach- 
ing method to another to maintain high interest. 


Learning English as a Second Language 


During a teacher's visit to the home of a family with children in nur- 
sery school, the two daughters, one age three and the other, age four- 
and-a-half, spoke fluently in English without a hint of accent. These 
children had spent about two years in United States child-care centers. 
Their teachers and the children spoke only English. Their parents, much 
shyer, spoke hesitatingly with accents carried over from their Hungar- 
ian upbringing. The family speaks Hungarian at home to ensure ability 
to communicate with relatives when visiting in the “old country." These 
children are becoming truly bilingual, developing fluency in both lan- 
guages. 

In some sections of the United States numerous language groups are 
represented among the children found in nursery schools and kindergar- 
tens. The Bilingual Education Act of 1967-68 required teaching chil- 
dren in their native language until their English developed. Unfortu- 
nately, the United States has few elementary teachers trained in foreign 
languages and funding has been minimal for preparing teachers. 

In an effort to improve the situation for non-English speaking chil- 
dren, Head Start and many other early childhood education centers 
have hired aides with the language backgrounds of the children. They 
help ease the transition for children into the English-speaking world. 
Developing fluency in English is the primary goal of most groups as op- 
posed to parallel development of two languages. 

The greatest improvement in the last decade is the increased respect 
for other languages and cultures among early childhood educators. 
Many are going beyond teaching respect for the child's home language 
to teaching all children about customs, dress, foods, and so on from 


Figure 10-8, Poems and fingerplays said in unison stimulate the learning of vo- 
cabulary. (Michigan State University Laboratory Preschool) 


other cultures. Global education has become a popular innovation in 
the elementary school’s social studies curriculum. 

Children’s lives are enriched when they associate with children from 
other countries and cultures. For example, in one group the five-year- 
olds were especially interested in their new German classmate, Franz. 
They wanted to know where he had come from, how he had traveled, 
and if he had gone to school in Germany. The teacher introduced a 
world map to locate Germany and taught the group a few German 
words. The new child was delighted. He soon felt at ease and spoke to 
the children in German. The unfamiliar sounds awed the children and 
the teacher had to reassure them that it was all right to speak to him in 
English, explaining that he could tell by their gestures some of the 
things they wanted him to do. In a short time he learned some English 
phrases that helped his social relations. 

In the case of the German boy the parents were strongly in favor of 
the child’s learning English. Occasionally the families speaking a foreign 


language do not readily accept their child’s learning English. In this case 
the school must build a bridge of friendship and respect to the other 
culture to help the family accept and encourage their child’s learning the 


new language. 
Teachers who work with young children from ethnic or language 
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€ 4, 


Figure 10-9. The child and teacher talk about a safe place to keep a toy 
brought from home. (Texas Woman's University Nursery School) 


groups different from their own sometimes erroneously judge or down- 
grade the children's language abilities or may fail to have positive ex- 
pectations for such children. Such judgments are unfair to these children 
and their parents. Children from such groups are often unusually quiet 
as new students in a strange school situation, just as vivacious adults 
often become tongue-tied when they venture into a new country, where 
the language and the customs are different from their own. 

We must remember that the young children entering kindergartren 
and nursery school generally have very few experiences outside their 
home and neighborhood, regardless of their socioeconomic background. 
When they are confronted with a school situation in which the setting, 
adults, language, and ethnic mix are new, different, and perhaps incom- 


prehensible, it is not surprising that these children appear scared, shy; 
and quiet. 


Working with Spanish-Speaking Children 


Mrs. Rebecca Peña Hines is a noted early childhood educator who 
grew up speaking Spanish at home and learning English at school. Now 
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associated with the Parent-Child Development Center in Houston, 
Texas, she expresses many concerns about the situation facing the 
Spanish-speaking child.15 

Mrs. Hines indicated that Mexican-American parents, and especially 
grandparents, are usually deeply interested in their children maintain- 
ing their Spanish language. Their attitude is, of course, defensible, be- 
Cause it is their language and the language of their ancestors—a beauti- 
ful language with a body of great literature. A large portion of the 
Western Hemisphere speaks Spanish. Some Mexican-American parents 
who want their child to function in the English-speaking world some- 
times go to the extreme of speaking only English at home, creating 
Some raised eyebrows among friends and neighbors who may look 
upon that family as “putting on airs.” However, with the recent Chi- 
cano movement, the younger generation of parents and soon-to-be 
Parents has revived an interest and a pride in maintaining the Spanish 
language, along with the other rich and positive aspects of the Mexican- 
America culture. 

Chicano children (and any non-English-speaking children) may have 
an uphill language struggle in typical schools. Until recently schools did 
Not teach Spanish in the kindergarten or elementary school, and English 
is frequently not taught in a manner that builds ona Spanish-speaking 
child’s already-developed language foundation. This makes it difficult 
for the child to learn either language well. Chicano children are often 
erroneously considered by observers to be “nonverbal” or slow 
when, in fact, these outsiders are merely observing the child’s reaction 


to strangers and to a largely different environment. 


Mrs. Hi Chicano children are generally friendly, 
eed ten oes aide who speaks Spanish 


Open, if they have a teacher or an 1 
and esie duds communication with the children and their 
Parents through appreciation of their unique background ios iode 
Bilingual-bicultural aides and teachers are needed for young Chicano 
Children. Bilingual adults will teach Spanish to these children, adding to 
their vocabulary for expressing their needs and concepts. Gradually En- 
glish is introduced to the children on an individual and small-group 
basis —thus building a bilingual base for the Renier They mii iau 
ata two wards for cach cones eed ue ways. Reinforce 


tegrate the two languages in interesting an 
ment of the cultural strengths in the children's background, such as 


Spanish music, literature, and festivals, serves to enhance further the 
children's feeling of who they are. 


d i i i for working with children from Mexican- 
n making the Seen Eae E with Rebecca Peña Hines and upon mate- 


‘Meri upon SARI 
rials E quud meeting workshop of the National Association for the 
ducation of Young Children in 1973 and in 1979. 
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Mrs. Hines, whose work has been concentrated in Texas, California, 
and Washington, believes that English-speaking nursery school and kin- 
dergarten teachers can learn to communicate with Spanish-speaking 
children. The teachers can learn some key words and phrases in Spanish 
in order to understand and to respond, just as a teacher of a deaf child 
can learn to communicate with a few hand symbols. Spanish songs like 
those included in this book (Chapter 13) can be learned rather easily 
and sung with the children. The child’s parents might be enlisted to help 
with pronunciation. Pictures including Chicano children and their fami- 
lies can be displayed and used for learning activities within the 
classroom. Curriculum plans can introduce cultural objects—pifiatas, 
books, and foods—that are familiar to Mexican-American children, 
helping them with adjustment and with enhancing their self-concepts. 

Even when the class includes only one or two Spanish-speaking chil- 
dren, these steps are important to those individuals and also to the 
other children, who will learn much from an introduction to different 
cultures such as the Mexican-American culture. 

Teachers are advised to continue talking to the child in English even 
though they believe the child does not understand. Children frequently 
can understand much more than they can speak. Eventually the words 
will take on meaning. The tone of voice and the body language accom- 
panying the words give clues to the child concerning meaning and also 
communicate warmth and interest. Likewise, English-speaking children 
in the class should be encouraged to talk with non-English-speaking 
children in order to develop peer relationships and provide models. 
Both groups will benefit as the children learn language expressions from 
each other. Important learning flows in both directions. 

All children have a right to expect teachers to respect their culture. If 
teachers have an attitude of respect and positive expectation, the chil- 
dren and the parents will be responsive to the teachers and the school. 
The children will then have a firm foundation for climbing up the edu- 
cational ladder. ; 

An apparently meaningful program has been developed for Spanish- 
speaking Head Start children at Colorado State College (Greeley) by 
Nimnicht, Meier, and McAfee. McAfee suggests a much more conscious 
effort with respect to language than may be called for in English-speak- 
ing groups. She especially advises against rote learning and verbaliza- 
tion. She stresses involving the children physically in their learning by 
using activities that require the child to put hands in front of the face, 
behind the head, and between the legs. Numerous words denoting 
sameness, differences, location, position, relative size, and contrasting 
conditions are suggested for practice.!6 


16 Glen 


Nimnicht, Oralie McAfee, and John Meier. The New Nursery School (New 
York: Gen: 


eral Learning Corporation, 1969), pp. 41-53. 
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Working with Children with 
Nonstandard English 


Some young black children and others who come with a nonstandard 
English dialect present certain challenges for teachers. Researchers who 
have studied the linguistic components of the black dialect find it simply 
different and not deficient. The dialect is usually well developed and 
expressive and serves useful purposes in the exchange of ideas, informa- 
tion, and feelings. There are numerous debates as to whether or not 
children should be taught standard English. A casual survey of black 
Public figures—educators, politicians, artists, writers, and television 
commentators—generally reveals a high proficiency in standard English. 

Researchers Cullinan, Jagger, and Strickland have concluded that it is 
a defensible objective to expand the language of black children with 
dialects to include standard English without reducing their proficiency 
in their native black English.!? Children who speak black English must 
be fully accepted as equals, be encouraged to talk using their own lan- 
guage traditions, and be helped to develop new language forms through 
such opportunities for speaking and comprehending as have been sug- 
gested in this chapter and throughout the text.18 


Dealing with Language Problems 


Articulation 

n with obvious language deficiencies? 
The teacher cannot be a speech therapist. Children with severe prob- 
lems should be under the care of a trained therapist. The therapist can 
help the teacher choose activities that will be helpful for a child with 
Problems. Help at this young age includes games that might be played 
with children with normal speech so that attention need not be focused 


on the handicapped child. 


How does a teacher help childre 


No workers in a nursery school or a kindergarten should attack a 
child's speech problems. Excessive pressure may add complications and 
lead the child to feel that no one is pleased. The teacher who has the 
best rapport with the child should be the one to intervene actively. 

tate words misused so that the child can 


Other helpers may correctly res : 1 
hear them, but they should leave the actual intervention to that one 
> 


and Dorothy Strickland, “Language for 


ela M. Jaggar, 
E ? Young Children, 29:2 ( Jan- 


17 Bernice E. Cullinan, An 
Grades: A Research Report, 


Black Children in the Primary 
uary 1974), pp. 98-112. Sar : 

E helped discussion of the characteristics of Black English is found in Susanna 
Pflaum, The Development of Language and Reading in Young Children, (Columbus, 
Ohio: Charles E. Merrill Publishing Company, 1978), pp- 50—58. 
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teacher. The total staff, including bus drivers and cooks, should be ad- 
vised of the procedure because they, too, have an opportunity to help. 

One helpful procedure is for adults simply to restate a child’s mispro- 
nounced words or ungrammatical phrases in a corrected form so that 
the child may begin to hear the correct pattern. Asking the child to 
repeat specific words or phrases often produces tension that causes fur- 
ther problems. Van Riper says that it is frequently ear training that is 
needed rather than mouth training. He suggests that only one sound be 
worked on at a time.?9 If a child says “wed” for “red,” the child may 
not be hearing the r. Speech therapists would not practice with the child 
on the word red but on a completely unfamiliar word, such as rebel or 
referee. Therapists use nonsense words to advantage when helping a 
child relearn a sound.?° The sounds can be practiced in isolation, in 
games or singing, or in mimicking animals or machines. 

To expect children in nursery school and kindergarten to make all 
sounds correctly is expecting too much. For example, in a study of 308 
first-grade children, Roe and Milisen found that 88 percent had trouble 
with z, 69 percent with g, 45.7 percent with t, and 17.6 percent with r. 
Blends such as st and dr were easier than either s or d followed by 4 
vowel for most of the children.?! Many articulation errors are common 
and are eliminated without therapy as the child matures.?? Templin's 
studies indicate that on the basis of cross-sectional data fewer children 
than anticipated had achieved adequate articulation at the beginning of 


the second grade. She found that boys were about one year slower than 
girls.2? 


Hearing 


Children with hearing difficulties can be mainstreamed into a regular 
classroom if they wear hearing aids and if they have had enough exper 
ence to make their wants known.?4 Sufficient assistance for the teacher 
is essential. An assistant can work with the handicapped child when the 
teacher is in charge of activities in which the child cannot or does not 


19 Charles Van Riper, Speech Correction Principles and Methods (Englewood Cliffs, 
N.J.: Prentice-Hall, 1963), pp. 248-249. 
20 [bid., p. 279. ; 
21 Vivian Roe and R. Milisen, “The Effects of Maturation upon Defective Articulation 
in Elementary Grades,” Journal of Speech Disorders, 7:1 (March 1942), p. 42. 
22 Anne S. Morency, Joseph M. Wepman, and Paul S. Weiner, “Studies in Speech: De- 
a opmental Articulation Inaccuracy,” Elementary School Journal, 67 (1967), PP- 
29-337. 
8 Mildred C. Templin, “Research on Articulation Development,” The Young Child, 
ed. Williard W. Hartrup and Nancy L. Smothergill (Washington, D.C.: The National As- 
sociation for Education of Young Children, 1967), pp. 109—124. 


24 Vivian W. Stern, “Fingerpaint on the Hearing Aid,” The Volta Review, 71:3 (1969), 
pp. 149-154. 
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want to participate. The teachers can learn many of the signs which 
deaf children are taught and increase communication greatly. The ad- 
vice and assistance of a specialist should now be available in all commu- 
nities. Assistance is provided through Public Law 94-142, the Educa- 
tion for All Handicapped Children Act. Early childhood educators 
should seek out this assistance for themselves and for the parents of the 


child. 


Conclusion 


ermeate the entire early childhood curric- 


ulum. A classroom alive with happy conversations is indicative of an 
environment that is helping children learn language. Seven categories of 
oral language behaviors are considered to indicate areas of growth ex- 
pected of the young child. Such goals are helpful when considering 
problem areas and bilingualism. They can be most helpful in planning 
formal and informal interaction with young children. Suggestions have 
been included to help teachers enhance the child’s listening and speak- 
ing skills. Teachers set the stage for the children to exchange ideas, 
share information, and ask questions. Teaching a foreign language and 


English as a second language were discussed. 


Language enrichment can p 
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Childrens 


Literature 


M, Mommy got this 


book from the library and I love, love, love it!" exclaimed five-year-old 
Peter as he turned the pages of a picture book he had selected from the 
fresh supply neatly arranged in his kindergarten room. The teacher 
thought, “Being part of the wonderful way children respond to good 
books is one of teaching’s intangible rewards.” 

Through literature children find the history of the human race, the 
hopes of the future, and the record of happiness and pathos. Between 
the covers of a book children find the mechanical, the artistic, the beau- 


tiful, and the ugly. 


The Major Goal: A Lifelong Love 
of Books 


The teacher and parent who want c 
them learn to love books. The teacher is, 
with children's pre-reading experiences an 
dren's lives with literature in a variety O 
them a strong desire to learn to read. Thu 
When offering literature to young children in the 
kindergarten is to initiate for each child a romance 
continue throughout a lifetime. 

Teachers will use five import 
of books. These are 


1. Providing early experience 
learn to read. , x 
for children to get acquainted with, handle, 


2. Providing opportunities c : 
and “read” a wide variety of high quality children's literature. 
265 
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of course especially concerned 
d will, therefore, enrich chil- 
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nursery school and 
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ant avenues for achieving a lifelong love 


s which will stimulate children's desire to 
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3. Providing daily opportunities for each child to see, hear, and re- 
spond to well-prepared literature experiences. 

4. Providing books and other written materials to enhance all compo- 
nents of the young children’s program. 

5. Providing inspiration and assistance to parents in order to involve 
them in their children’s literature experience. 


Stimulating a Desire to Read 


The years before six are important years for developing children’s 
romance with books. This is a period for the adults in children’s lives to 
help them “catch” the enthusiasm for books. The best word is “catch” 
rather than “teach” because contagion is far more effective than teach- 
ing. Attitudes at home and school affect children’s attitudes toward 
books. Loving books makes using them for learning and enjoyment 
much easier. Many people have lost or never have had a really good 
feeling associated with books. They may be college students who dread 
the thought of a library assignment, adults who seldom read, and fami- 
lies who are lost when the television is broken. Or, they may be people 
who, as children or youths, were accused of being “lazy” when they 
spent time reading. And to avoid this criticism, they spent time at house- 
hold chores or other “worthwhile” work instead of reading. 

When children have a happy introduction to books, they discover 
there is fun, laughter, adventure, romance, information, and enlighten- 
ment in them. They want more. They feel that books are their friends. 
They may want to carry them around or take them to bed. They like the 
sharing with parent, teacher, friend, grandparent, or sibling that books 
invite. Children, like adults who love books, will turn to books for 
solace in lonely moments or for a laugh when in a happy mood. Once a 
child like Peter in our opening story is “hooked on books,” so to speak, 
he'll want to learn to read. In fact, he can't help himself. Given a rich 
menu of books during his earliest years, a child will develop ideas, VO- 
cabulary, and grammar. He will discriminate between sounds and begin 
to differentiate between the symbols he sees on the printed page. Read- 
ing will come easily for him. 

Some parents and teachers push children into the mechanics of read- 
ing before the children have been convinced that books really offer 
them something. Children have to feel that the task of learning to rea 
is worth the effort. Reading could perhaps be likened to driving. Would 
it make sense to be required to learn to drive a car before one cared to 
go anywhere? Would the driver-to-be think the risks and tensions were 


worth the effort? Not likely. The reader-to-be may also be unconvince 
of a need to read. 
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re books provides a founda- 


Figure 11-1. Children’s fascination with good pictu 
al Technical Center) 


tion for later reading. (Southeast Oakland Vocation 


Neither a teacher nor a parent who lacks enthusiasm can infect a 
ny parents and teachers have 


child with enthusiasm for reading. But ma 
d to learn about children’s 


overcome this handicap by working har 
books in order to help their own children. In the process they have been 


inspired to capture the romance with books they missed in their own 


growing up. Therefore it is never t00 late. Two books by Annis Duff, 
ill help adults who want to get 


Bequest of Wings! and Longer Flight,? wi i l i 
acquainted with children’s books. Anne Eaton’s Reading with Chil- 
dren? and Nancy Larrick’s A Parent's Guide to Children’s Reading? 


will offer stimulation. 


e in Many Forms 


will await all children whose 
them a love of books. 
o use books personally 


Experiencing Literatur 


A well chosen collection of good books will 
Parents and teachers are working to develop in 
The opportunity to browse for enjoyment and t 


Annis Duff, Bequest of Wings (New York: Viking, 1944). 


Annis Duff, Longer Flight (New York: Viking, 1955)- 

, Longer Fligh : 1255). T 
Anne E 7 ith Children (New York: Viking, ! ) 
DT e ide to Children’s Reading (New York: Bantam, 1975). 


Nancy Larrick, A Parent's Gut 


1 
2 
3 
4 
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and voluntarily helps a child develop a love of books. The school will of 
necessity budget considerable funds for purchasing the book collection, 
for keeping it up to date, and for repair and replacement. The collection 
can be supplemented by the community library collections. 

Simply by handling lots of books, turning pages, analyzing the draw- 
ings, and discussing them with friends as well as having books read 
aloud provide children with substantial reading readiness experience. 
The notion that symbols on the page represent people, places, things, 
and actions develops in the child’s mind as books are used during these 
early years. The concept of left to right progression begins to be under- 
stood as the child turns page after page and notices that the teachers 
start at the left each time the page turns. The child realizes, too, that the 
artist’s drawings are associated with the printed words and before long 
the child begins to sequence the story from memory while looking at the 


pictures. One frequently notices a child “reading” to friends if an adult 
is not available. 


The Book Corner 


The book corner should be separated from the other play areas by 
dividers to provide a quiet, undisturbed atmosphere that encourages 
concentration. Carpeting will improve the atmosphere. A table will help 
the children handle books more carefully. Books should be invitingly 
displayed on a rack that allows the cover of the book to show. Because 
the book corner is available during the self-selected activity period, the 
children will browse on their'own. Teachers will usually find several 
eager listeners if they will take time to read a story. A child who wants 
a story should be able to find someone to read. This area is often popu- 
lar with new aides or college students who are getting acquainted with 
the children. 
. A fresh supply of books should be selected regularly. Certain favor- 
ites can remain available for a few weeks. Books can be selected to give 
information related to concepts being developed or to stimulate ques- 
tions and observations regarding concepts the teacher anticipates em- 
phasizing in the future. Books “Sust for fun” should always be available. 
Here on the shelf can be displayed books that may meet the needs o 
certain children, such as books on hospitalization, death, or divorce. 
Such books are used on a one-to-one basis with a child when the 
teacher feels the child is ready to discuss his or her troubling situation. 
ee books probably would not be selected for a large group story- 
ime. 

To ensure a wider selection of books in the book corner and to give 
children experience in the public library, a kindergarten teacher devel- 
oped the custom of allowing a committee of three children to accom- 
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pany an assistant to the library once every two weeks. They chose one 
book for each child in the class. Often the class made suggestions to the 
committee about books they'd like. The children became comfortable in 
the library, chatting with the librarians and looking over the exhibits. 
The names of the books were recorded and date-due cards removed as 
precautions against their loss before the books were displayed in the 
classroom. 

If children are given opportunity and encouragement to use them, 
books can be taken outdoors during nice weather for a pleasant small- 
group story or individual reading. In climates where a major part of the 
School day is spent outdoors, a book rack can become standard outdoor 
equipment. 

Puppets, flannel board, and flannel-board figures, if stored in the 
book corner, can readily contribute to literature and language experi- 
ences. A place to plug in the record player or tape recorder is also an 
asset, because these devices are used to advantage here. Recorded 
Stories can be commercial products or recorded by a teacher or parent. 


The child may look at the book as the record plays. 


Illustrations in Books 


Teachers should learn to appreciate the art in children's picture 
books. There is much beauty, strength, and feeling in some picture 


: TA 
books. Once acquainted with an artist’s work, the teacher's enjoyment 
of picture books will be enhanced. Pictures contribute a great deal to 


children's enjoyment of books. 


The Caldecott Medal is given yearly to honor one of the earliest pic- 


ture book artists, Randolph Caldecott. Caldecott, an Englishman, lived 
from 1846 to 1886. His children’s books were illustrated after 1878.5 It 
is interesting to study the evolution of children’s books over the years. 
One method of study is to seek out the Caldecott Medal winners. 

As one studies picture books, it is easy to become impressed with the 
wide variation in technique and medium that is used by artists. An 
hour-long film highlights a number of outstanding picture book rides 
Such as Barbara Cooney, Robert McCloskey, Maurice Sendak, an zra 
Keats, The film “The Lively Art of Picture Books" 5 selects artists’ repre- 
sentations of lions, trees, and the Notre Dame Senne pilin 
Wide variety of ways these objects are seen by die - : sr m 


children’s books. The examples support the co: : à 
cussed in Chapter 7. Both teachers and parents appreciate this film. 


5 “Randolph Caldecott, " Vol. 4, Encyclopaedia Britannica (London: Wm. Benton, 
Publi . 565. í 

d px bw of Picture Books, 16mm, sound, color, 57 min. (Weston, Conn.: Wes- 
ton Woods Studio, 1964). 


Figure 11-2. Dividing the group into several story groups gives more opportu- 
nity for individualizing the experience, such as having time to allow a child to 


put her elephant carefully on the board. (Southeast Oakland Vocational Tech- 
nical Center) 


Illustrations in books help children understand what is happening 11 
the story even if they don’t hear or understand the words. Pictures 
should leave accurate concepts. Children are less confused if objects ap- 
pear whole. Some books havé small or abstract pictures that are dif 
ficult to see from a distance. Teachers should place the books they ex- 
pect to use for group storytime across the room and judge whether the 
children will be able to see the pictures. When the children can't see the 
picture, they can be expected to lose interest and perhaps to misbehave- 
Books with pictures that are difficult to see can be used for individual 
reading. If the story is especially strong, the teacher can tell it, using 
other visual aids such as puppets or flannelboard figures. 

One of the teacher's difficulties in choosing books will come when 
trying to find books that tell stories of peoples of various races, colors, 
and creeds in this country and the world. For example, the total list of 
books with black children that are suitable in content and illustration tO 
read to three-year-olds is quite limited. For four- and five-year-olds the 
list doesn't grow by many items. The list is just as meager for the Mex- 
ican-American, native-American, or Asian-American child. 

Not only do children need books picturing faces the same color as 
theirs for identification purposes, but all children at some point will 
benefit from books with faces, homes, families, and customs different 


from their own; such books expand their knowledge of the world's peo 
270 


CHILDREN’S LITERATURE 271 


ples. Global or multi-cultural education is now a popular part of the 
curriculum. 

What, then, can teachers do to remedy the lack of multi-cultural pic- 
ture books? First, they should keep asking bookstores, librarians, pub- 
lishers, and writers for such books. Second, they may have to make 
their own. Teachers have always been self-reliant. If they need some- 
thing they can’t buy, they make a substitute. By taking photographs; 
finding paper dolls, magazine, newspaper, OF catalog pictures; or using 
some of the interracial teaching aids on the market, teachers can illus- 
trate homemade books or provide visual aids for storytime. Homemade 
books will be discussed in a later section. Of course, it is worthwhile for 
children to watch puppets and flannel-board figures that represent mi- 
nority children even when no children from that group are in the class. 


Responding Daily to Literature 

Experiences 

d in a regular storytime attract and hold 
children's attention when presentations are well prepared by teachers. 
Storytime is one of the times in the nursery school and kindergarten 
when the children come together in either a large group or several small 
Broups for stories. Small groups with four to five children are recom- 
mended for three-year-olds and young fours. Planning a storytime for 
an individual child may be needed for a child who is not ready for a 
Broup experience. The children will sense'that storytime 1s an importam 
time of day if the teacher 1) chooses a good story and a us it well, 
2) sets the stage for quiet listening-responding behavior, 3)p iras 
soothing activities, and 4) plans a smooth transition so that aes E 
know what to expect. If, on the other hand, the teacher haphazardly 
plucks a book from the shelf and sandwiches storytime between snack 
time and going outdoors, or if the assistants are running around clean- 
ing up the room while the story is in progress, the children can be ex- 
Pected to feel that storytime is rather unimportant. 


Stories and poetry presente 


Choosing a Story 

Choosing an appropriate story and deciding on a technique for its 
Presentation are two of the most important aspects of the teacher’s 
Planning. Teachers should choose literature that they themselves like. It 
; A : : i hey don't enjo 
is not likely they will put their best effort into a story they joy. 
The story e i^ right for the children. They should be able to under- 
stand it. The story should be chosen with the children's ages, interests, 


Figure 11-3. A well prepared storytime will hold the whole group’s attention. 


(Top—University of Hawaii Laboratory School) (Bottom—Metropolitan State 
College Child Development Laboratory) 
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and previous experience in mind. Teachers must look hard and long to 
find suitable stories for the youngest nursery school children. It is far 
better to present two short stories that will hold the children’s attention 
than to select a longer story and lose their interest before it ends. How- 
ever, when the teacher misjudges the children’s interest and selects a 
Story that fails to appeal, it is wise to skip hastily through the pages, 
telling salient parts, and conclude the storytime with something that 


does appeal to the group. 
The following are general guides for selecting children’s literature. 


Stories and books should 


animals, and activities. 


1. Be about young children and familiar people, 
year-olds or up to 


2. Contain about one sentence per page for three- 
three sentences for five-year-olds. 

3. Have a vocabulary the child can be expecte 
learn. 

4. Be illustrated with clear, 
place. 

5. Be selected both “for fun" and for information. 


6. If “for fun," be fantasies that do not harm children. 
7. If for information, be accurate information about the real world. 


r with their school library and with a 


selected group of outstanding books in order to be able to find a story 
that will appeal to their children even on a moment’s notice. It often 
happens that emergencies arise—schedules don’t work out, special per- 
formers are late, or rain pours just when an outdoor activity is planned. 
If the teacher can reach for a book with knowledge of its special appeal, 
holding the group together and avoiding the disruptive behavior that 


emergencies often trigger in children will not be difficult. 


Listed below are books that are predictable winners for each age 
acteristics of content, illustra- 


listed. These books incorporate the char i ] 
tions, length of sentences, and number of pages typically enjoyed by 
Children of each age. Of course many other books could have been listed. 
However, it is each teacher's responsibility to learn to choose the 
i New students should 


right books for the children in a particular group. 
ther books to them, and try out 


Study these suggested books, compare 9 : 
Various books with children in order to learn to select books wisely. 


d to understand or to 


whole pictures that depict the action taking 


Teachers should become familia 


For three-year-olds: 

Flack, Marjorie, Ask Mr. Bear. 
Gipson, Morrell, Hello Peter. 
Jackson, Kathryn, Busy Timmy. 
Keats, Ezra Jack, The Snowy Day. 
Lenski, Lois, Big Little Davy- 


Figure 11-4. Encouraging informal sharing of books among children p Ke 
that the teacher values books. (Nazarene Child Care Center, Lansing, Michigan 


For four-year-olds: 

Brown, Margaret W., Tbe Noisy Book. 

Flack, Marjorie, Tim Tadpole and tbe Great Bullfrog. 
McCloskey, Robert, Blueberries for Sal. 

McCloskey, Robert, Make Way for Ducklings. 

Rey, H. A., Curious George. 


For five-year-olds: 

Burton, Virginia Lee, Mike Mulligan and His Steam Shovel. 
Daugherty, James, Andy and the Lion. 

Gag, Wanda, Millions of Cats. 

McCloskey, Robert, One Morning in Maine. 

Petersham, Maud and Miska, The Circus Baby. 

Zion, Gene, Harry the Dirty Dog. 


Late in the kindergarten year, when the teacher is sure of the sophis- 
tication of the group, more fanciful stories and those with some dis- 
tance in time and place might be selected. 
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Choosing Poetry? 


Poetry, li i 
ere en ares 
z} ing, ning. Poetry is artistic. It is creative. Po- 
TRAN ap pitiful, pretty, and witty. It is, as je 
PRG ind ent consultant to the Library of Congress says, “Those 
oum Doe a a certain cadence that makes poetry different from 
ecd e forms. There are many reasons why poetry can make a 
e contribution to the early childhood curriculum. 


Enjoyment 
yit is the number on 
children. They have a natural a 


e reason for using poetry with young 
ffinity for poetry for they dearly love 


Sands M. words, with funny sounds, with repeats and rhymes. Using 

niece, selection of poems in order to tap the children’s many interests is 

ina Pes Also, do not belabor or dissect poems—as you may have 

prone o in high school; this will help keep enjoyment in poetry. If 

VE en do not immediately enjoy a poem, then save it for a time 
you may find them ready to like it. 


Listening 
i Listening is a second reason for using poetry. To get the meaning 
om spoken communication a child must listen to what the other per- 
s sharpen listening skills. 


a is saying and then decode it. Poetry help: 
oems such as “I Want A Rabbit" and “Missing” by A. A. Milne? are 


readily li à : : PED 
eadily listened to by children. A wintertime favorite is 


Once THERE Was A SNOWMAN 
Once there was a snowman 
Stood outside the door 
Thought he'd like to come inside 
And dance around the floor. 


Thought he'd like to warm himself 


By the firelight red, 
Thought he'd like to climb 
Upon the big white bed. 


So he called the North Wind, 
*Help me now I pray. 
Pena Hines, who in 1975 helped formulate por- 


tions i í 
ions of this section when we prepared o orkshop, “The Pied Pipers of Poetry," 
i f the National Association for the Education of 


viated forms. 
A. A. Milne. When We Were Very Young (New York: E. P. Dutton & Co., 1924) 
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I'm completely frozen, 
Standing here all day." 


So the North Wind came along 
And blew him in the door, 
And now there's nothing left of him 
But a puddle on the floor. 
-author unknown 


Attention 
A perfect attention-getter is the poem “I’m Hiding.” by Dorothy 
Aldis from her collection All Together.’ f 
Every child stops what he or she is doing to find out where the child 
in the poem is hiding. It works like magic every time. This Little Boy is 
another poem that catches children’s attention. 


Tuis Littte Boy 
This little boy is ready for bed 


Low on his pillow he lays his head 
Pulls up the covers so warm and tight 
And there he sleeps all through the night. 


Morning comes! His eyes open wide! 
Quickly he throws the covers aside! 
Jumps out of bed, puts on his clothes, 
And off to nursery school he goes. 


-author unknown 


Creative Language Expression 

Another reason for including poetry in children’s programs is the de- 
velopment of creative language expression. Good poets are masters at 
the art of using language creatively and expressively. Poets may use few 
words, and cause your mind and heart to know and to feel what they 
have known and felt. They write of ordinary things like Polly Chase 
Boyden’s poem, Mud, which starts “Mud is very nice to feel” and 
children gain a new perception of something they know. 


Children, too, are often poetic. Consider the poetry in this exchange 
between two four-year-olds. 


My name is Michael 
I love to recycle. 


My name is Sandy 
I love candy. 


? Dorothy Aldis, All Together (Putnam, 1952), pp. 71—72. 
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Another little bo i i 
y sang as he swang in a blooming mi 
watched the bees flitting among the flowers— nii 


I love to sing, sing, sing. 
A bee likes to sting, sting, sting. 
Ping-a-ty Ping! 


" “pecial recognition can be given to a child’s original poem by writing 
own and letting the child take the poem home. Or, the poem could 
€ posted or placed in a class book. Care must be taken to avoid com- 


petition. 
Teachers and parents, too, can also be creative poets. Here is a poem 


a teacher wrote for a child on her birthday. 


Gienpa’s BIRTHDAY 
Today is Glenda’s birthday 
She is four-years-old you see, 
She'll paint with paints, 

Play with clay, 
And maybe climb a tree. 


Today is Glenda’s birthday 
Now we are here to say 
“Happy birthday” Glenda 
In a very special way. 


“Happy Birthday!" 
P -V. Hildebrand 


Guidance 

Another use of poems is to help guide a child into desired behavior. 
You may be familiar with using the fingerplay “Grandma’s Glasses” 
when you want to get little hands to relax for storytime. “The Mitten 
Song" by Mary Louise Allen *° is useful for helping children to re- 
member to put their “thumbs in the thumb-place and fingers all 


together" when putting on their winter mittens. 


Concepts 

Concepts can be introduced, explained, and expanded through po- 
etry. To learn a concept well a child must meet it numerous times in 
Numerous ways and poetry can be very helpful. Here's one about a 
Squirrel. 


10 Mary Louise Allen, A Pocket Full of Poems (New York: Harper and Row, 1957). 
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THE SQUIRREL 
Whiskey, frisky 
Hippity hop, 

Up he goes 
To the tree top; 


Whirly, twirly, 
Round and round, 
Down he scampers 
To the ground. 


Furly, curly, 
What a tail; 
Tall as a feather 
Broad as a sail! 


Where's his supper? 
In the shell. 


Snappity, crakity, 
Out it fell! 


-author unknown 


Concepts of cultural heritage, holidays, peace, love, numbers and the 
like all can be found in poetry. Many are in books that are illustrated 
with delightful drawings. Aileen Fisher is an author-artist who has 
many beautiful poetry-stories about nature, such as Cricket in a Thick- 
et,1! Feathered Ones and Furry,!? and Listen Rabbit.1? 


Vocabulary 


Gradual building of vocabulary also comes with the use of poetry: 
New concepts call for new words. Poetry helps children practice these 
words. When we show young children pussy willows in the spring, for 
example, they are usually new to them—or they don’t remember them 
from last spring. They probably know the word "pussy" from another 
context. The poem, called “Catkin” is chanted going up the scale, with 
the “Meow meows" going quickly down the scale. 


CATKIN 
I have a little pussy 
Her coat is warm and grey 
She lives out in the meadow 
Not very far away. 


11 Aileen Fisher, Cricket in a Thicket (New York: Charles Scribner's Sons, 1963). 
12 ‘Aileen Fisher, Feathered Ones and Furry (New York: Thomas Y. Crowell Company: 


1971). 


13 Aileen Fisher, Listen Rabbit (New York: Thomas Y. Crowell, 1964). 
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Now she’s a little pussy 

She'll never be a cat 

For she's a pussy willow 

Now what do you think of that? 


Meow, meow, meow, meow 


SCAT! 


-autbor unknown 


Reading Readiness 
The use of poetry enhances reading readiness. A careful reading of 


only a few poems makes this quality of poetry clear. For example, 
thyming and listening to rhyming is good phonics practice. Try Maurice 
Sendak’s Chicken Soup with Rice.!* The greatest contribution to read- 
ing readiness however, is the love of fine literature that is taught and 
caught. 


Memory 

Memory is an important intellec 
through use of poetry. The little poems an 
thing to remember. Parents and teachers can 
ing as they notice how well he or she recalls poems. 


tual operation that is enhanced 
d songs give children some- 
evaluate the child's learn- 


Fitur ig 

Humor often is appreciated in poems, the punch line or pun tickling 
the funny bones of the older nursery schoolers and kindergarteners. Try 
“Eletelephony” by Laura E. Richards !5 for a humorous play on words, 
or “I Know an Old Lady," by Rose Bonne and Allan Mills.’ 

Teachers and parents should practice reading poetry aloud so that the 
Cadence, rhyme, and message are heard clearly by the children. Puppets 
and flannel boards may be helpful. Collections of poetry may have few 
?r only small illustrations. You can reproduce Linie an ca 
Projector or simply show the tiny picture so ie B dam 


that listening is needed to get the message. If yo 


; » 
i x e" as they may when 
9n a card children won't demand to *see the pictur ey may 
voice well. Separating conversa- 


You hold e your 
À a book. Be sure to use your. ; 3 1 
"ions in the poem from the narrative aids the hearer in getting the mes 
Sage. ' 

In addition to books of poems mentioned in the footnotes a few im- 
Portant poetry books are listed here. 


rper and Row, 1962). 


A York: Ha 
Rice (New Yor S. de Regniers et al. 


1 4 3 * 
H Maurice Sendak, Chicken Soup with Will Sit Still For, Beatrice 


Laura E. Richards, in Poems Children 
â ; 9D. 
feds. (New York: Scholastic Book Services 1em p (New York: Rand McNally & 


c. Rose Bonne and Allan Mills, 1 Know an Old Per 
9. 1961), 
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a 


. Ciardi, John. Fast and Slow (Boston: Houghton Mifflin Co., 1975). 

2. Holman, Felice. I Hear You Smiling and Other Poems (New York: 
Charles Scribner’s, 1973). 

3. Keats, Ezra Jack. Over in the Meadow (New York: Four Winds 
Press, 1971). 

4. Lee, Dennis. Alligator Pie (Boston: Houghton Mifflin Co., 1975). 

5. Mizumura, Kazue. If I Were A Cricket . . . (New York: Thomas Y. 
Crowell Company, 1973). 

6. Ness, Evaline. Amelia Mixed the Mustard and Other Poems (New 
York: Charles Scribner's Sons, 1975). 

7. Talbot, Toby. Coplas—Folkpoems in Spanish and English (New 

York: Four Winds Press, 1972). 


Choosing a Storytime Technique 


Every effort should be made to make storytime a vibrant, interesting, 
and unique experience for children. Storytime should never become the 
same old thing. The teacher can develop a number of techniques that 


will make it an event that is looked forward to. What are some of these 
techniques? 


Reading Directly From a Book 
This technique is best when you have outstanding poetry or prose 
with outstanding illustrations. Certainly when the author and the artist 


provide a well-integrated piece of literature, it is well to let it carry the 
children along. 


Using the Illustrations of a Book While Paraphrasing the Story 
This technique works well with informational material that is t0° 


long and detailed for the children, yet has illustrations related to their 
interests. 


Telling the Story 


Storytelling is one of the oldest arts. It certainly should not become 4 
lost art in the nursery school and kindergarten just because publishers 
have given us many good books. Listening to a story without the aid © 
pictures requires more attention from children than listening to stores 
from picture books. A good storyteller needs preparation and practice: 

The storyteller can use various props to invite attention and set the 
mood for the story, such as wearing an apron when reading Apron On, 
Apron Off by Helen Kay,!7 or an old straw hat during Who Took the 


i up aes Kay, Apron On, Apron Off (Englewood Cliffs, N.J.: Scholastic Book Service? 
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Figure 11-5. Young children begin liking books early and enjoy looking at 
them independently. At first they don't notice that the book is upside down. 
Kansas State University Child Development Laboratory) 


ə 


Farmers Hat? by Joan Nodset,'® or a pretty rose for No Roses for 
Harry by Gene Zion.'? A collection of hats can illustrate Caps for Sale 
by Esphyr Slobodkina.?? A plush bunny or doggy can sit beside the 
teacher during a pet story and tell the teacher “when everyone is ready 


to listen." 
The teacher chooses a good story and learns to tell it. For a new story 
til one becomes familiar with 


ndex cards un 
well. The teacher should use 


it helps to make notes on i 
the story 


the story. It is important to do 
Vocal inflections to create the various characters and help the children 


differentiate between them. Eye contact with each listener will help hold 
attention and help the teacher feel the impact the story is making. The 
teacher may move the head, body, or arms to help dramatize the story. 
However, teachers are cautioned not to select frightening stories or to 
build up unnecessary suspense or fear through their dramatizations. 
The teacher can help children realize that they too are storytellers. 


rmer's Hat? (New York: Harper & Row, 1963). 
(New York: Harper & Row, 1958). 
w York: Scott, 1947). 


18 Joan Nodset, Who Took the Fa: 
s Gene Zion, No Roses for Harry 
? Esphyr Slobodkina, Caps for Sale (Ne 


282 THE CURRICULUM OF THE NURSERY SCHOOL AND KINDERGARTEN 


Type, write, or tape-record a child as he or she tells an exciting event. 
Read this back to the child to help him or her realize the words really 
did tell a story. 


Telling a Story With Flannel Board 


You can make a flannel board by covering a large piece of cardboard 
with a piece of outing flannel. A neutral gray is a satisfactory color. An 
easel or some other stand for holding the board will be convenient. You 
can make another type of flannel board by covering the bottom of a 
large cardboard box; then cut the sides diagonally to support the flan- 
nel board at a 45-degree angle. 

Figures that represent the characters in the story are cut out of felt, 
pelon, flannel, or paper. A small piece of sandpaper or masking tape at- 
tached to the back of the figure makes it adhere to the flannel. Figures 
are available commercially that represent community helpers, family 
members, and some traditional stories. Such items can be used in many 
stories. All the characters in a story need not be made. Sometimes a 
single figure or picture will provide the children a focus for their atten- 
tion as they listen. 

Children will enjoy and learn from using the flannel board figures. 
They will not only tell the story the teacher tells but will create their 
own stories. Such use can take place during the self-selected activity 
period. However, during the storytime the teacher may or may not let 
the children handle the figures. The decision will depend on goals. If the 
teacher wants the children to hear a meaningful story in sequence, then 
handling the figures personally may be best, keeping them out of sight un- 
til time for them to appear. However, if encouraging individual partici- 
pation is more important than story sequence, the teacher may give 
each child a figure to place on the board when it is called for. This tech- 


nique does detract from the story and may be hard on the figures. It is 
true that teachers may spend a great deal of time making these figures 
and often prefer that they remain “special” to add spice at storytime. 

The true-to-life stories of Martin and Judy in Martin and Judy, Vol- 
umes I, II, and III, by Verna Hills Bayley? lend themselves to adapta- 
tion for the flannel board. The series has the advantage of featuring the 
same little boy and girl, with who 


B ME m children readily identify. Ask Mr. 
ear by Marjorie Flack,?? The City Noisy Book, by Margaret Wise 
Brown,?? and I Can Count by Ca s 


v rl Memling24 les of stories 
that are readily illustrated on the flannel god oe SREB ICS 


aT Vi Hil i 
m ls Bayley, Martin and Judy, Vols. 1, Il, and III (Boston: Beacon Press: 
22 Marjorie Flack, Ask Mr. Bear (Ne i i 
3 ck, . (New York: Macmillan Publishing Co., 1932). 
a ae yee Brown, The City Noisy Book (New York: Harper & Row, 1939). 
tl Memling, I Can Count (New York: Western Publishing, 1963). 
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Telling a Story With Puppets 

Puppets often inspire quiet children to talk. Children may appear 
tense during a story until they have an opportunity to be one of the 
characters through a puppet. Depending on the objective, the teacher 
will vary the decision as to who will speak for the puppets. The choice 
of stories and the use of puppets will depend on the age and experience 
of the children. 

Homemade hand puppets can be made of paper sacks, socks, vegeta- 
bles, or cutouts on a stick. Finger puppets can be made of decorated 
styrofoam balls or of construction paper attached to the finger by a 
paper ring. Many commercial puppets are available. A worthwhile ad- 
dition to the school is a set of family puppets made of molded plastic. 
The puppets come in both black and white families. By purchasing sev- 
eral sets, the teacher can enlarge the family. Extra adults can be grand- 
parents or other relatives. Delightful for animal stories are plush bunny, 


dog, and lion puppets. " : 
To encourage puppetry during the self-selected activity period a card- 


Figure 11-6. Puppets add to storytime. (University of Minnesota Technical Col- 


lege Child Development Laboratory) 
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board box can be cut to resemble a television set, or a table can be 
turned on its side to make a stage. The children will conceal themselves 
behind the “TV” or “stage,” holding up the puppets for manipulation 
or speaking. If a few chairs are arranged for the “audience,” the list- 
eners will come and go as interested. 


Role-Playing a Story . 
Children can become involved in a story through creative dramatics. 
The teacher may tell or read a story, then let the children present their 
version. Care should be taken to avoid indicating that there are certain 
words that must be said. The children may be encouraged to play 
various roles without attaching them to a story. The teacher might say, 
"Who would like to be the mother calling the children to come to 


breakfast?" Who will be the father? Or the children? A drama suitable 
for Broadway may result. 


Magazine Picture Story 


The teacher selects a number of pictures saved from magazines and 
stacks the pictures in an order that might suggest a story sequence. For 
example, picture number one is a girl, number two is a dog, number 
three is a girl and a dog running, and number four is a dog doing tricks 
or eating. The teacher may start with the phrase, “Once upon a time 
there was a. . .”—then let the children take it from there. The first few 
sessions may produce very short stories, so teachers should prepare sev- 


eral sets. However, once the idea catches on, the children will enjoy 
elaborating on the details in the pictures and the action they can imag- 
ine. 


„This same storytelling technique is used to tell the stories with the 
pictures in My Weekly Surprise, a newspaper published for kindergart- 
eners but usable with many fou 


1525 The cover picture invariably is a 
good story starter. The children's i 


maginations do the rest. 


Filmstrip Stories 


?5 My Weekl 1 i i TS i 
bus, Olio r (American Education Publications, Education Center, Colum 


26 
Robert McCloskey, Make Way for Ducklings (New York: Viking, 1941). 
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Story Records 
Story records are popular with children. Stories usually include some 


music and sound effects that would be difficult for the teacher to add. 
Therefore the record offers the child a variation. Outstanding stories 
should be used for group time. The record jacket or a picture related to 
the story can be attached to the flannel board for a focus of attention. 
Children seem to enjoy having the turntable at eye level so that they can 
watch it. Records of published books are now available, so the book 
can be held for viewing while the record plays. Some records have both 
book and filmstrip available. Recorded stories will provide important 
listening opportunities for individual children during the self-selected 
activity period. Using home recording equipment, many teachers now 
make their own story tapes for children to use independently. 

The following recorded stories are particularly popular with children. 
The asterisk (*) indicates that a picture book is available for that story. 
These records are available on 78 rpm records and in various combina- 


tions on 333^ rpm records. 


* “Andy and the Lion" 

* “Muffin in the City" * “Blueberries for Sal" 

* “Muffin in the Country” *“Madeline’s Rescue" 

* “The Little Firemen” *“Make Way for Ducklings” 
“Little Indian Drum” * “Georgie the Friendly Ghost” 

*“The Carrot Seed” * "Story About Ping" 


“Sleepy Family" 


A Story Song . 4 
A number of children's songs are complete with plot, suspense, an 
climax. Teachers will find eager listeners if they occasionally sing a 

hemselves on an in- 


Sto . They may accompany t 
ziy for the Kone 4 i Also, they may illustrate the song 


strument—guitar, autoharp, OF piano: y thë, 
at the San board ais amne. * Mar Had a Little Lamb, John 
Henry," *Eency Weency Spider," or “Hush, Little Baby —Aall familiar 
Songs for young children—can be thought of as stories the first time 
they are introduced. “I Know an Old Lady," a humorous, fanciful story 
by Rose Bonne and Allan Mills, is delightful to sing 1n kindergarten.” 
Younger children, however take the song too literally. Of course, the 


children will want to sing along, $° let them! 


Size of Story Groups 
Small groups of four or five children make more effective story 
groups, particularly for younger children. The youngest children like to 
> 
27 Rose Bonne and Allan Mills, I Know an Old Lady (Englewood Cliffs, N.].: Scholas- 
tic Book Services, 1961)- 
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feel close to the teacher and to be able to respond to the kii ui 
ually—verbally and physically—which is sometimes difficult cha uw 
in a large group. Gradually, as children mature, the groups can m 
bined. When there are a number of assistants in a ep fes 
cooperating mothers, or students—it is especially sensible to gd = 

help in order to divide the group for storytime. Even when the gr n 
remains together, the assistants should join the storytime. Their nan 
will encourage children’s interest, and the assistants will become famil- 
iar with a situation they may be called on to take over in the future. 

When the teacher really believes that there are books for every child, 
she or he will seek to interest every child in books. For one or two in 
the group it may mean an almost private story session. 

Patty and Martha were examples of three-year-olds who could not 
tolerate a group storytime even in groups of four or five children. Patty 
was easily distracted. Martha wanted to sit directly in front of the book, 
which blocked others’ view. These two found joy in books, however, 
when read to together. Sometimes they asked to hear several books that 
they had selected. Finally, at age four, they decided they would like to 
hear the story with the other children. : 

Patty and Martha could easily have become storytime distractors 1n 
the playhouse or at the puzzle shelf. But the teacher felt storytime too 
important to give up and sought a combination that would interest 
them. The tiny group was the solution. In thinking of Patty and 
Martha, one must note that they were three-year-olds. Their experience 
with storytime before coming to nursery school had been of a warm sit- 
ting-on-the-lap variety with their parents. Teachers may have to carry 
some of this practice into the school. Even in understaffed schools, 4 
nonteaching staff member might have been enlisted to read to Patty and 
Martha or to supervise as they listened to a story record. Community oF 


student volunteers could provide valuable assistance with such children. 
When children cannot be en 


ticed to storytime, their activity should not 
be distracting to the children who do want to take part. Time during 
the self-selected activity per 


iod can be used to encourage children like 
Patty and Martha to become interested in books. 


Chairs or Floor for Storytime? 


oor will be a personal one of the 

each child has a place and one does 
not block the view of another so easily. Others say chairs can become 4 
element—rocking back and forth—or that children on the 
ends of the circle may be slighted because they can’t see the book and 
therefore lose interest, 


Some teachers like to group the children on the floor, especially if it i5 


Figure 11-7. Students enjoy reading to one or two children, getting acquainted 
with children and books at the same time. (Iowa State University Child Devel- 


opment Laboratory) 


Figure 11-8. A comfortable literature corner with plenty of books available in- 
vites individual browsing. (Kansas State University Child Development Labora- 


tory) 
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carpeted. They feel this arrangement promotes a cozier, restful atmo- 
sphere. Rug sample “sit-upons” can provide individual places. The chil- 
dren can sit close together. 

Whatever the choice, the children should be able to see. They should 
be able to relax and not be unduly cramped together. Teachers should 
arrange the group so that the children don’t face the glare of the win- 
dows. The teacher can sit on the floor or on a low chair, whichever 
makes it easier for all the children to see. 

The book or flannel board should be in good light so that the chil- 
dren can see the pictures. Pictures must be large enough to be seen by 
those in the back of the group. Some books are inappropriate for 
groups because the illustrations aren’t clear from a distance. Children 
will readily become disinterested if they cannot see the pictures. 


Transition to Storytime 


Transitions or changes in activi 
minimum of fuss. When the chi 
their routine, the teacher mus 
and plan accordingly. Where 
they use? Is the path clear of 
or will they run into each ot! 
way? Having studied the pl 
children and helps them lea 
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sion related to experiences that took place earlier in the day or about 
tomorrow’s projects may be worked in around a wide selection of 
songs, poems, and finger plays. A finger play will quiet a group of 
fidgeting children quicker than nearly any technique, especially if the 
verse is begun in a quiet voice that makes children wonder what is tak- 
ing place. Teachers can often use finger plays in place of saying “Shh!” 

Finger plays are short poems with actions for the child to do while 
saying the words. The actions seem to help hold the child’s attention. 
Teachers can encourage children to use finger plays creatively by adding 
new verses and motions. Hundreds of finger plays have been published 
in a variety of books, so the teacher has only to select those preferred 
and to memorize and use them frequently. Let’s Do Fingerplays by 


Marion F. Grayson?? and Finger Playtime by Mary J. Ellis?? are ex- 
lable. A few finger plays with sug- 


amples of books of finger plays avai 
gested actions are given at the end of this chapter. 

Finger plays can be soothing or they can be rollicking. The teacher 
learns to sense which type is needed to set the mood. For example, if the 
children are getting ready to listen to a story, the choice would be a 
quiet finger play—not one that would cause the children to get up and 
clap. Clapping behavior would dispel the mood the teacher is trying to 
establish for the story. On the other hand, if the children have been lis- 
tening quietly to a story, the teacher might choose a lively finger play to 
give them the cue that it is time for them to get up and become active 
again. : 
It is helpful to type new finger plays on index cards and carry them in 
a pocket in order to have them handy for these moments. Finger plays 
are simple enough so that children can be encouraged to * Remember to 
Say this to your mommy tonight." Parents enjoy such samples of their 


child's learning. 


Additional Tips for Storytime 


The teacher who chooses à good story, 
plans a smooth transition between other acti 
has some steps to take before completing a satis 


experi 

Duce die group is ready, the teacher should proceed directly to the 
first sentence of the story- To tell young children about an author or 
discuss why the story is appropriate that day invites disruption of the 
listening mood the teacher has worked to establish. After a few pages it 
is sometimes possible to ask children why they think this story was 


perfects a technique, and 
ivities and storytime still 
factory group literature 


28 Marion F. Grayson, Let's Do Fingerplays (Washington, D.C.: Robert B. Luce, 
1962). 3 : 
2 Mur J. Ellis, Finger Playtime (Minneapolis: T. S. Denison and Co., 1960). 
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chosen today. As for the author, after the book becomes a favorite— 
after many readings—the group might be interested in some interesting 
fact about the author. 

Children will not automatically know the behavior that is expected at 
storytime unless the teacher teaches them gently and firmly. A an 
story experience will be sufficient reward. Eye contact with each chi 
throughout the story helps each feel that the teacher is talking directly 
to her or him. The teacher’s eyes keep moving from child to child. If a 
child appears to become distracted, the teacher’s eyes resting on the 
child for a moment often is enough to draw attention back to the story. 
If a child seems about to become disruptive one can say, for example, 
“John, do you know what the old man said?” The child who is easily 
distracted can be invited to “Sit up here close to me, and Pll help you 
remember to be a good listener." Then touching a knee or shoulder can 
be a gentle reminder. Care should be taken to be sure the children un- 
derstand that the place by the teacher is not a punishing seat—the offer 
is to “help,” not punish. Also, a second adult who sits with the children 
is a great help in handling special problems that may arise. The teacher 


who is reading may then concentrate on holding the attention of the 
group. 


eacher wants. Yet only 
can be listened to before the group be- 
€y are egocentric. If they can’t talk, too, and can’t 
then they take things into their own hands. They may 
ke their neighbors. Sometimes the teacher’s nod or smile 


comes impatient. Th 
have the story, 
talk or even po 
will be suffici 


i 3 grasp the lead when the child pauses. 
Using a "secret sign" such as a nod, a wink, or a wave of the index 
finger that means, “Let’s wait until we finish the story,” will help quiet 
children. Of course, when the Story is complete, the teacher must then 
hold a discussion, Permitting the children to talk about the ideas in the 
Story. Discussions, besides being excellent for language development, 


help the teacher correct misconceptions, Discussions help the teacher 
gain more understanding of individual children, 


The Martin and Judy stories39 are exam 
Personal identification. In 


awhile, then let the children tal 


3° Verna Hills Bayley, op. cit. 
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toe old farmer said of the movies, "You gotta go to know if you 
rx de gone." And so it is with storytime. The teacher's role is to lead 
children into an avenue of enjoyment. Then they will be happy to go to 


storytime each day. 


Enhancing the Total Program 
Through Literature 


uestions children ask is an impor- 


Providing books to help answer q 
1 of helping children learn to love 


tant way of fulfilling our major goa 
books. Information from books can be used to support a new concept 
in music as well as in science, sports, or geography. Some of the mate- 
rials may have to be adapted by the teacher if they are prepared for 
adults or older children. "Let's look it up," can become an important 
attitude for young children to develop. 

Reference books such as Tbe Golden Book Encyclopedia,?* Ilus- 
trated Golden Dictionary for Young Readers,?? and others will help an- 
swer some of the children's questions. They should have a permanent 
place in the room. One group called such a collection “the important 


books." 

Children's books may become obsolete, depicting technical or social 
Concepts that are outdated. For examples, unless specifically designed to 
depict the historical, books about transportation and farming should be 
relatively new. Also, books indicating roles of boys and girls, and men 
and women, need careful scrutiny for sex role stereotyping. Recent 
research indicates that many picture books and other books used in 
early elementary schools depict girls as weak characters in observer, 

ders and as characters 


nonaggressive roles, and boys are pictured as lea : 
having the most fun and curiosity? Similarly, books showing children 


of ethnic groups other than white have been quite rare until recently. 
Also, a variety of family forms is beginning to appear in children's liter- 
ature—divorced families, multi-racial families, and extended families. 
Such books help children understand aspects of life that may at times be 


Puzzling to them. 

Teachers must put extra € 
mation. In the interim they 
their groups. For example, with the aid o 


ffort into selecting books with new infor- 
can develop some homemade books for 
f magazine pictures and photo- 


vols. (New York: Golden Press, 1959). 


ia, 16 
eoa d Golden Dictionary for Young Rea- 


31 The Golden Book Encyclop 

32 Stuart Courtis and Gainette Walters, Illustrate 
ders (New York: Golden Press, 1965). 

33 For advice on choosing non-sexist liter 
Books written by Judith Adell and Hilary Dol 


Limited, 1976). 


ature see À Guide to Non-Sexist Children's 
e Klein (Chicago, Illinois: Academy Press 
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graphs books can be made from heavy tagboard and notebook rings. 
Books with children from various ethnic groups can be made. There are 
several magazines devoted to black culture, and magazines from Mex- 
ico might be a source of pictures of persons of Latin heritage. Ethnic 
stereotypes should be avoided, such as the depicting of Native Ameri- 
cans only in headdresses. It is important for a child of an ethnic group 
to have some literature depicting his or her group, and it is also impor- 


tant that the children of each group learn about children who have dif- 
ferent cultural and ethnic backgrounds.? 


Children's Own Stories 


Children can learn that their own words make stories and even 
books. A trip or an interestin 


dren dictate, the teacher writ 
ing the self-selected activity 
Sometimes the class can be 


llowing 
engine that is on exhibit on the Michig 


THE TRAIN 


Monday We went to explore the M.S.U. train. 
d Was as high as the ceiling. No! It was high like a house. There were 
big, big wheels, Everything was black. 

We climbed tall stairs t 


© get to the top. 
We got to pull the trai 


n whistle rope. It was an old, old train and there 


?* See Cultural Awareness: A Resource Bibli i 
; 4 : „biography by Velma E. Schmidt and Earl- 
tags (Washington, D.C.: The National Association for the Education of Young 
dren, 1978) for suggestions for increasing the cultural richness of your curriculum. 
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was an old, old man. He helped us ring the bell. He was sixteen or seven- 
teen. 
It had a dark scary coal car behin 
was a steam engine. 
We sat in the driver’s chair. 
We pulled the track switch t 
tracks—that’s how it goes. 
It was fun to visit that train! 


d it. It was a coal engine. I think it 


We found where the brakes were. 
hing. It was broke. The train was on 


i The five-year-olds dictated “The Turkey Farm” after a Thanksgiving- 
time trip to a local turkey farm. The story was duplicated and placed in 
their class booklet and later shared with their parents. 


THE TURKEY FARM 


At the turkey farm there were 5,000 turkeys. They were white turkeys 
and black turkeys. The girl turkeys were white and the boy turkeys were 
black. All the sick turkeys were in the back pens. Mary found a feather 
that was both black and white. 
They fed the turkeys grain—it wa 
The turkeys make loud noises—it was gobble gobble. 
One was following me. Some got out: One of them flied! The teachers 


caught a turkey and let us pet him. It didn’t scare me. . 
It smelled awful. It smelled like bacon. lt smelled like chicken do-do- 


do—ugh! 
It was fun to go tot 


s maize. 


he turkey farm. 


ges can be cut of card- 
book rings. A few lines from the story can 
be illustrated with drawings, with maga- 


ed from books on a Xerox copier, or 
ldren are the authors, the 


can be made of the story. Pa 


A picture book 
board and fastened with note 
be lettered on each page. It can 
zine pictures, with pictures copi 
with photographs if available. Because the chi 
book will be one of the most popular in the school. 

Sometimes in place of a story the group dictates a thank-you letter to 
someone who has made a special event possible. An example follows. 
Mr. Caldwell was a police officer, and Prince was his trained police 


dog. 


Dear Mr. Caldwell, 
We liked your dog, 


bringing him. We liked to see 


Prince. Thank you for 
d climb over the boxes. We 


him climb up the slide and slide down it an 


EN 
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liked the commands you gave the dog. We liked to see him pug porode 
the swing. His name sounds like “Prince Charming. Ne Ses rA hee 
everything. We liked to see you slide down the big slide. We like ‘es : 
him go up and down on the seesaw. We didn’t know policemen an g 
went around at night playing on our seesaw! 

Love, 

The Kindergarten Children 


Dictating a letter or a story is a creative literature and language expe- 
rience. Each child derives satisfaction from his or her contribution and 
will remember that contribution as the story is read and reread. 3 

By recording children's expressions, one is readily impressed with the 
effects children achieve with language. When dictation is taken from 


children, care should be used to preserve their original and often charm- 
ing phrases. 


The Library 


The school's book collection 
sizable budget for new books 
issues and replace worn-out bo 
new books coming out by re 
zine,?5 Childhood Education, 
zine.*® Booklets such as Reco 
the School Library Journal,39 
published by the Association 
provide information on both 


should be given continuous attention. A 
should be available yearly to add new 
oks. Teachers should keep abreast of the 
ading reviews in The Horn Book Maga- 
?* Young Children,?? and Parents’ Maga- 
mmended Children’s Books, published by 
and Bibliography of Books for Children, 
for Childhood Education International,*° 
new and old recommended books. 


Filing 


A system of filing books in the school library should be developed. 
Some teachers like to color-code the binding of each book with colored 
plastic tape to designate the subject matter of the book. Books might be 


35 The Horn Book Magazine (The Horn Bi 
36 Childhood Education (journal of The A: 
tional, 3615 Wisconsin Ave. N.W., W. ; 
37 Young Children (journal of the National Association for Education of Young Chil- 
dren, 1834 Connecticut Ave. N.W., Washington, D.C. 20009). 
ome Magazine (Parents? Magazine Enterprises, 52 Vanderbilt, New York, N.Y. 


3 School Library Journal (R. R. Bowker Co., 
N.Y. 10036). 


40 Association for Childhood Education Int i i in Ave. N.W. 
Wineen DG DOE nternational, 3615 Wisconsin 


ook, Inc., 585 Boylston St., Boston, Mass.). 
ssociation for Childhood Education Interna- 
ashington, D.C. 20016). 


1180 Avenue of Americas, New York, 
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grouped according to interests, such as children, animals, transpor- 
tation, and plants. Books also can be filed according to author. This 
method encourages the staff to become aware of the names of authors. 
In either case a cross-listing in an up-to-date card file will help new 
users find the books they seek. 

Books should be removed when they become unrepairable. Out-of- 
date books should be filed in a separate section to be referred to when 
they are needed for studies of “the olden days.” Many picture books 
related to farming, housing, and transportation fall into this category 


now. 


Repair 

Books should be kept in good repair. If pages are torn, they encour- 
age children’s misuse. If pages are missing, the book should be replaced 
or discarded. Pictures from old books can be salvaged to make illustra- 
tions for flannel-board stories or homemade books. For the best book 
mending materials check with your local bookstore or librarian. 


Inspiring and Assisting Parents’ 
Participation in Literature Experiences 


rs to encourage parents to make contribu- 
tions to children’s literature experiences. The school cannot assume the 
total responsibility if maximum learning is desired. Even highly edu- 
cated parents often need guidance in helping their children. BAR: 

Teachers can help parents become enthusiastic about children’s 
books. The reading attitudes of the adults in children’s lives—whether 
parents, teachers, grandparents, baby-sitters, OF librarians—will influ- 
ence children’s literature experiences and the pleasure they derive from 


them. i 
Whenever an opportunity arises, teachers can promptly suggest titles 
and authors of books on subjects of interest to parents. Suggestions on 


how books can be secured at the library or borrowed from the school’s 
collection will be welcomed. Some parents need to know where the 
library is and how to get there, how many books they can check out, 


and how much the service costs. 


It is important for teache 


Get Books into the Home 
e the child cannot look at books as desired 


Without books at hom 
ge read to a child. The school can operate a 


and, of course, parents cannot 
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ing library if it has the resources. For example, in one school paper- 
raat eid books were secured, covered with clear plastic adhesive 
to increase durability, and loaned to the children. A large mailing enve- 
lope was labeled with each child's name to provide a safe place for car- 
rying and storing the book. A 5" x 7" card was made for each child and 
carried the name of the books checked out. At a glance the teacher had 
an indication of a child's interest in books. Each time the child returned 
a book, another was chosen. The staff felt that because paperbacked 
books were relatively inexpensive, the cost of lost books would not be 
formidable. In practice, no books were lost. 

The teacher plans ways to encourage parents to use the public library 
with their children. The library habit is a good family habit even for 
families who buy books. Of course, no family can buy the wealth of 
books available there. The library should become an enjoyable place to 


8o. Then research assignments in later years won't hold so much dread 
for children. 


If the school can introduce children to the library, 
encourage reluctant parents to take them. Many publi 


story hour to which young children are invited. The teacher can give 
this information to parents, 


along with a personal endorsement. Parents 
can be encouraged to use the story hour as an opportunity to check out 
books for home use. 


Both parents and children 


they in turn can 
c libraries have a 


Buying Books 


Buying books is another 
Parents can be 


ren can spend their allowance 
way for the child to spend um 
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There are a number of book clubs that parents may ask about. 
Parents. also seek advice when buying an encyclopedia. Teachers can 
help children by helping parents make the best decision regarding books 


to purchase. 


Reading to Children 


; e child if several family members take an interest 
in his or her picture books. Grandparents and siblings, as well as 
parents, can read to the child. Choices of books should include old fa- 


vorites as well as new books that extend the child's knowledge. 
Whoever reads should encourage the child to talk about the book. 
> Who took the farmer’s hat? 


They can ask: “What was the dog's name 
How was Martin feeling? Why did the father say, that?" Such conversa- 


tion helps the child think about what is heard and gives language prac- 
tice. It strengthens the child's understanding and helps remembering, 
too. However, questions should not be carried on to the point that pure 


enjoyment of the story is lost. 

During the latter months of kindergarten, parents may express the 

feeling that picture books are “old hat.” This may be their impatience 

over wanting the child to begin reading. The teacher can suggest series 
by Carolyn Haywood*? or Henry 


books such as “B” Is for Betsy : 
Huggins by Beverly Cleary,'? to be read on a chapter-a-night basis. 
Such books carry children into the school age and extend their experi- 
ence with books. 

Parents can be advised to ¢ 
or she starts reading. The mec 
and often discouraging even to children who 
ground of literature and are highly motiva 


course, the beginning reader needs time to pra re 
the parents can continue a diet of stimulating, exciting books until the 


laborious read-aloud stage is passed. Hearing books that are advanced 
beyond those the child can read will motivate the child laboring over 
those first primers. The parent can let the child gradually assume the 
reading role—perhaps at first on pages © 


ontaining pictures. Or, the 
parent may read the narrative p | he child reads the conversa- 
tion. Such reading is also good practi 


ce for vocal inflections. Any 
method that gives the child reading practice, yet keeps the story moving, 
will help keep reading motivation high- 


It is enjoyable for th 


ontinue to read to their child even after he 
hanics of learning to read are laborious 
have enjoyed a rich back- 
ted to learn to read. Of 
ctice reading at home, but 


» x for Betsy (New York: Harcourt, Brace & World, 1939). 
ed ew York: Morrow, 1953). 


41 Carolyn Haywood, “B 
i i Huggins (New 


42 Beverly Cleary, Henry 
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The Reading Question 


“When will my child begin to read?” is a question parents often ask 
the early childhood teacher. No one skill that children learn receives as 
much attention as reading. A number of writers have instilled fear and 
guilt feelings in parents and teachers whose children aren’t reading by 
nursery school age.43 Of course, all adults want children to learn to 
read. Reading skills are basic in modern society. However, no one has 
yet proved that early readers read with more comprehension or, as 
adults, are more devoted to literature than children who learn later.*^ 


What Is Reading? 


Reading can be defined as making sense out of letters or symbols. 
Note the requirement is "making sense. . . 


the symbols. To make s 
reading one must unders 

An example may help 
able reading skills could 


Reading in the Nursery School and 
Kindergarten 


aon Pines, Revolution in Learning: From Birth to Six (New York: Harper & Row, 
67). : 


d Mum Smith, “Early Reading Viewpoints,” Early Childhood Crucial Years of 
earning, ed. Margaret Rasmussen (Washington, D.C.: A iat ; Education 
International, 1966), pp. 60-64. Bg ssociation Childhood Educ 
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grade teacher to teach reading.” However, every experience the school 
offers will be a prereading and prewriting experience. Day after day a 
rich curriculum in science, language, art, music, and literature will be 
providing the frame of reference so basic to recognizing symbols and 
understanding what is read. 

Further than this, a policy can be stated that on an individual basis 
children will be encouraged to learn to read. If Johnny wants to read to 
the teacher or an assistant, he will find a ready helper. When Jane 
points to a word and wants to know what the word is, someone will tell 
her. If a child volunteers to read to the children, she or he will be en- 
couraged—yet the staff will avoid making others feel left out because 
they haven’t learned yet. If a child memorizes a favorite story it is fine if 
the child wants to “read” it to some friends. When the child corrects a 
teacher for omitting or changing a phrase in a favorite story, the teacher 
can take this in stride, knowing the child’s memory for detail is a plus 
on the reading ledger. 

The emphasis on reading will be entirely in 
group as a whole the teaching of reading wil 
teacher, who has special visual aids and special techniques 
will find fresh and exciting if they aren’t usurped by the nu 
and kindergarten and labored over prematurely. 


dividually focused. For the 
| be left to the first-grade 
that the child 
rsery school 


Prereading Experiences 
What are the experiences that prepare the child to read? Is the school 


entirely responsible for rereading experiences? 
Puis. ie are those events that occur before the child 
begins to read. These experiences give the child a background for un- 
derstanding what is read. Such experiences begin at birth and continue 
throughout the individual's life. For a child they are the home, the fam- 


ily, the school, the neighborhood, the television, and life's events wher- 


ever they occur. 

One of the first things a child must learn 
(symbols) have meaning. “This label says John. That is your name. 
Here it is on your locker," says the teacher. She helps him begin to learn 
that the symbols J-o-h-+ him. Over and over he sees John—on 


his name tag, on his paintings, On his coat, on his treasures from home. 


His friend Bill has a different sy 

Teachers label many objects an 
port the idea that little black marks te 
sage. The child must even learn to concen 


on the white surrounding them on the page. 
Many parents supplement the labeling that teachers are doing. “The 


red signs says STOP,” says John’s dad. Later, John reminds dad, “But 


is that little black squiggles 


mbol. 
d write letters and stories, which sup- 


ll something and convey a mes- 
trate on the black marks—not 
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you were supposed to S-T-O-P and you didn't." Thus indicating an un- 
derstanding of both the symbol and the meaning. 

The rich curriculum offered by the good nursery school and kin- 
dergarten is full of prereading experiences. These experiences help chil- 
dren develop a frame of reference for relating what is being read and 
what they will later read. 

Vocabulary-building experiences are prereading experiences. In sev- 
eral chapters of this text the opportunity for vocabulary enrichment has 
been pointed out. The opportunity to practice letter sounds, blend 
sounds, words, and rhymes are all prereading experiences. 

The child who learns to differentiate between largest and smallest, 
tallest and shortest, and longest and shortest is helped with reading. 
These concepts help the child to understand when the teacher points out 
differences in capital letters and small letters. Making lines and forms in 
art projects, seeing names written from left to right, and learning to 
write from left to right are all prereading experiences. 

Differentiating puzzle pieces; fitting together the parquetry blocks, 
with their squares, diamonds, and triangles; choosing pegs and beads; 
arranging the block-city; aligning toys; and choosing blocks of a correct 
size and shape are all prereading experiences with structured media. 

Games such as Candyland, Merry Milkman, Uncle Wiggily, domi- 
noes, playing cards, and the various lotto games all require prereading 
skills. Such games contribute to number concepts. These games are 
especially useful in the kindergarten, where cooperative verbal skills and 
longer attention spans make sustained interest in games possible. 

The children's experience of assuming various roles in spontaneous 
dramatic play gives them a feeling for the characters in the books they 
read. The outdoor program, with its opportunities to extend the chil- 
dren's perceptions of nature and with its outlets for energy and imagi- 
nation, also makes contributions to children's reading background. 


Conclusion 


The most important goal for parents and teachers of young children 
is to start them on the road to a lifelong love of books. Teachers will 
use five important avenues for achieving this goal by providing 


1. early experiences which will stimulate children's desire to learn to 
read 
opportunities for children to get acquainted with, handle and “read” 
a wide variety of high-quality children's literature 
- daily opportunities for each child to see, hear, and respond to well 
prepared literature experiences 


3. 
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à. : > 

books and other written materials to enhance all components of the 
program, and 

5. inspiration and assistance to parents in order to involve them in their 
children's literature experiences. 


FINGER PLAYS AND BODY ACTION POEMS 


BUNNY 
There's nothing as soft as a 
bunny, 
A wee little, soft little bunny. 
He can hop on his toes, 
And wiggle his nose, 
And his powder puff tail 
Is quite funny. 


GRANDMA'S GLASSES 
Here are grandma's glasses. 
Here is grandma's hat. 


Here's the way she folds her 
hands 
And lays them in her lap. 


GRANDPA'S GLASSES 
Grandpa lost his glasses, 
Before he went to bed. 
Guess where grandma found 
them? 
Right on top of grandpa's head! 


THREE BALLS 
Here's a ball 


Here's a ball 


Here's a great big ball. 
Let's count them. 
One, two, three. 


TEN FINGERS 
I have ten little fingers, 
And they all belong to me- 
I can make them do things- 
Would you like to see? 


QuteT FINGER Pays 


FINGER ACTIONS 

(One hand is an imaginary bunny 
being petted by the other 
hand.) 

(Fingers hop). 

(Hand on nose, wiggle it.) 

(Move hand to rear to indicate 
tail.) 


(Fingers make glasses over eyes.) 
(Two index fingers make pointed 


hat.) 
(Fold hands and lay in lap.) 


(Fingers make glasses over eyes.) 


(Move glasses on top of head.) 


(Make round shape with thumb 
and index finger.) 

(Make round shape with two 
thumbs and two index fingers.) 

(Make third ball with both arms.) 

(Repeat for the count.) 


(Extend fingers of both hands.) 
(Point to self.) 


I can shut them up tight 
And open them wide. 

I can put them together 
Or make them hide. 


I can make them jump high. 
I can make them jump low. 
I can fold them quietly. 
And hold them just so. 


MY TURTLE 
This is my turtle. 
He lives in a shell. 
He likes his home very well. 
He pokes his head out. 
when he wants to eat. 
And pulls it back in when he 
wants to sleep. 


MY EYE AND EAR 
This is my eye. 
This is my ear. 
This is to see. 
And this is to hear. 
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(Make fists.) 

(Spread fingers open.) 
(Clasp hands together.) 
(Put hands behind back.) 
( 

( 

( 


Raise hands high.) 
Reach low.) 
Fold and lay hands in lap.) 


(Make fist and extend thumb.) 
(Indicate fist as shell.) 


(Extend thumb and wiggle.) 


(Hide thumb in fist.) 


(Cover one eye.) 
(Cover one ear.) 

(Look around.) 

(Cup hand around ear.) 


BoisrERovs FINGER PLays 


MR. BULLFROG 
Mr. Bullfrog sat on a big old , 
rock. 
Along came a little boy. 
Mr. Bullfrog KERPLOP! 


PIG 
I had a little pig 
And I fed it in a trough. 
He got so big and fat, 
That his tail popped off! 
So, I got me a hammer 
And I got me a nail 


And I made that pig 
À wooden tail! 


FIVE LITTLE ASTRONAUTS 
Five little astronauts 
Ready for outer-space. 
The first one said, 
"Let's have a race." 


(Fist with thumb up.) 


(Left hand walk.) 
(Both hands slap knee.) 


(Fist with thumb up.) 

(Make cup of left hand.) 

(Make circle of arms.) 

(Clap both hands and knees.) 

(One hand is hammer.) 

(Hammer on thumb of other 
hand.) 


(Continue to hammer.) 


(Hold up fingers of one hand.) 


(Hold up one finger.) 


The second one said, 

“The weather’s too rough.” 
The third one said, 

“Oh don’t be gruff.” 

The fourth one said, 

"I'm ready enough." 

The fifth one said, 

"Let's Blast Off!” 

10,958: 7,6, 5, 4, 3, 2; 1. 


BLAST OFF!!! 


FIRE FIGHTERS 
Ten little fire fighters 
Sleeping in a row. 
Ding-dong goes the bell 
Down the pole they go. 
Jumping on the engine 
EE—RR—OOO 
Putting out the fire. 
Then home so slow 
And back to bed again 
All in a row. 


LITTLE BUNNY 
There was a little bunny 
Who lived in the wood. 
He wiggled his ears 
As a good bunny should. 


He hopped by a squirrel, 
He hopped by a tree, 
He stared at the squirrel, 
He stared at the tree, 
But he made faces at me! 


COUNTING 
One, two, three, four, 
Mary at the cottage door. 
Five, six, seven, eight, 
Eating (cherries) off her plate. 


FIVE LITTLE BIRDS 
Five little birds, high in a tree, 
The first one says, “What do I 
see?" 
The second one says, “I see a 
street." 
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(Hold up two fingers.) 
(Hold up three fingers.) 
(Hold up four fingers.) 
(Hold up five fingers.) 


(Start with ten fingers and put 
one down with each number.) 
(Clap loudly with “Blast Off") 


(Lay all fingers out straight on 
knees or floor.) 

(Pretend to ring bell.) 

(Pretend to be sliding down 
pole.) 

(Make siren noise.) 

(Pretend to use fire hoses.) 


(Lay all fingers in a row again.) 


(Make ears over head with 
fingers.) 
(Wiggle fingers.) 


(Fingers hop along arm or on 


floor.) 
(Cock head and look.) 


(Wiggle nose.) 


(Extend fingers one at a time.) 


(Change to say “cookies,” "cel- 
ery,” or whatever the child 


is eating.) 


(Extend five fingers.) 
(Extend one finger.) 


(Extend two fingers.) 


The third one says, “I see seeds to 
eat." 

The fourth one says, “The seeds 
are wheat." 

The fifth one says, “Tweet, 
tweet, tweet.” 


FIVE LITTLE HOT DOGS 

Five little hot dogs frying in a 
pan. 

The grease got hot and one went 
BAM. 

Four little hot dogs frying in a 
pan. 

The grease got hot and another 
went Bam. 

Three little hot dogs frying in a 
pan. 

The grease got hot and another 
went Bam. 

Two little hot dogs frying in a 
pan. 

The grease got hot and another 
went Bam! 

One little hot dog frying in a pan. 

The grease got hot and another 
went Bam! 

No little hot dogs frying in the 
pan. 

The grease got hot and the pan 
went BAM! 


PM THE LITTLE HOT DOG 
My father owns the butcher shop. 
My mother cuts the meat, 

And I’m the little Hot Dog 
That runs around the street. 


BABY BUMBLE BEE 

I'm bringing home a baby 
bumblebee. 

Oh, won't my mommy be so 
proud of me? 

I'm bringing home a baby 
bumblebee. 

Oops! He stung me! 
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(Extend three fingers.) 
(Extend four fingers.) 


(Extend five fingers.) 


(Extend five fingers.) 
(Clap.) 

(Extend four fingers.) 
(Clap.) 

(Extend three fingers.) 
(Clap.) 

(Extend two fingers.) 
(Clap.) 


(Extend one finger.) 
(Clap.) 


(Make fist.) 


(Clap loudly.) 


(Clap on *Hot Dog.") 


(Cup hand pretending to hold 
bee.) 


(Toss hand excitedly.) 
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MODERATELY ACTIVE FINGER PLAYS 


FIVE LITTLE RABBITS 
Five little rabbits 
Under a log, 
One says, “Hark, 1 hear a dog!" 


One says, "Look, I see a man!” 

One says, "Run, as fast as you 
can." 

One says, “Pooh, I’m not afraid." 

One says, “Shh, keep in the 
shade." 

So they all lay still 

Under a log, 

And the man passed by 

And so did the dog. 


FIVE LITTLE PUMPKINS 

Five little pumpkins, 
Sitting on a gate. 
The first one said, 
“It’s getting late.” 
The second one said, 
“There are witches in the air.” 
The third one said, “We don't 

care." 
The fourth one said, 
"Let's run, run, run." 
The fifth one said, 
"Isn't Halloween fun?" 
*"OOOOO00W" went the wind, 
And OUT went the light. 
Those five little pumpkins 
Rolled fast out of sight. 


HERE IS A BUNNY 

Here is a bunny 

With ears so funny, 

And here is his hole in the 
ground. 

When a noise he hears, 

He pricks up his ears 

And jumps in his hole in the 
ground. 


(Show five fingers.) 

(Cover with other hand.) 

(Show one finger. Hand behind 
ear.) 

(Point indicating eye.) 

(Make fingers run.) 


(Thumbs in armpits.) 
(Finger to lips.) 


(Five fingers under hand.) 


(Show five fingers.) 
(Show one finger.) 
(Show two fingers.) 
(Show three fingers.) 
(Show four fingers.) 
(Show five fingers.) 


(Clap on *OUT.") 
(Five fingers roll behind child.) 


(Fist with two fingers extended.) 
(Thumb and index finger.) 
(Extend fingers quickly.) 


(Pretend to put bunny in hole.) 
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TOUCH GAME 

Touch your nose. 

Touch your chin. 

That’s the way this game begins. 

Touch your eyes. 

Touch your knees. 

Now pretend you’re going to 
sneeze. 

Touch one ear. 

Touch two lips right here. 

Touch your elbows where they 
bend. 

That’s the way this touch game 
ends. 


ROBIN REDBREAST 
Little Robin Redbreast 


Sat upon a rail, 
Niddle, noddle went his head 
And wiggle, waggle went his tail. 


(Finger on nose.) 
(Finger on chin.) 


(Fingers on eyes.) 
(Fingers on knees.) 
(Cover mouth with hand.) 


(Finger on ear.) 

(Finger on lips.) 

(Fingers on elbows—cross 
hands.) 


(Thumb and little finger 
extended.) 


(Move thumb.) 
(Move little finger.) 


Bopy Action Poems 


DRESSING WARMLY 
Let’s put on our mittens 
And button up our coat. 
Wrap a scarf snugly 
Around our throat. 


Pull on our boots, 
Fasten the straps, 
And tie on tightly 
Our warm winter caps. 


Then open the door 
And out we go 
Into the soft and feathery snow. 


KEEPING DRY 
Put up your umbrella 
To keep yourself dry; 
Put up your umbrella, 
There’s rain in the sky. 


Pitter, patter, pitter, patter, 
Softly it falls, 

Hurry home quickly 
Before Mother calls, 


(Pretned to pull on mittens.) 

(Pretend to button coat.) 

(Pretend to tie scarf around 
neck.) 


(Pretend to pull up boots.) 

(Pretend to tighten straps on 
boots.) 

(Pretend to tie bow under chin.) 


(Pretend to turn knob on door.) 
(Make fingers walk on floor if 
sitting or walk out door if 

standing.) 


(Pretend to extend umbrella.) 


(Make fingers tap on floor.) 


WHIRLING TOP 
I am a top, all wound up tight. 


l whirl and whirl with all my 
might. 

And now the whirls are out of 
me, 

So I will rest as still can be. 


BOUNCE LIKE BALL 
I'm bouncing, bouncing 
everywhere. 
I bounce and bounce into the 
air. 


I'm bouncing like a great big ball. 
I bounce and bounce, then down 


I fall. 


THE ELEPHANT 
The elephant is so big and fat. 
He walks like this, he walks like 
that. 


He has no fingers, he has no toes, 


But, oh my Goodness, What a 
nose! 


GARDENING 

This is the way | plant my 
garden— 

Digging, digging in the ground. 

The sun shines warm and bright 
above it; 

Gently the rain comes falling 
down. 


This is the way the small seeds 
open. 


Slowly the shoots begin to grow. 


These are my pretty garden 
flowers, 
Standing, standing in a row. 


MY GARDEN 
I dig, dig, dig, 


And I plant some seeds. 
I rake, rake, rake. 
I pull some weeds. 
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(Loop arms around knees while 
sitting.) 

(Whirl around fast.) 

(Whirl slowly.) 


(Come to rest.) 


(Children standing.) 


(Jump up and down with 
rhythm.) 


(Fall down in place.) 


(Circle arms.) 
(Walk.) 


(Point.) 
(Swing arm low for trunk.) 


(Bend down and dig.) 


(Make circle with arms 
overhead.) 
(Tap like rain on hard surface.) 


(Open hands slowly.) 


(Bending down, put up arm.) 
(Stand proudly and smiling.) 


(Pretend to dig in standing 
position.) 

(Pretend to drop seeds in row.) 

(Pretend to rake.) 

(Pretend to pull weeds.) 
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I wait and watch, (Look at ground.) 
And soon I know 

I'll be here to watch 

My garden grow. 


MY RABBIT 

My rabbit has two big ears (Extend two fingers for bunny 
ears.) 

And a funny little nose. (Pat nose.) 

He likes to nibble carrots (Pretend to nibble.) 

And he hops where’er he goes. (Move hand, making fingers 
“hop,” or if standing, hops on 
tiptoes.) 


HAMMERING 
Johnny pounds with one (Pound palm with fist of other 
hammer, hand.) 
One hammer, one hammer, (Have one finger extended.) 
Johnny pounds with one 
hammer, 


But Jimmy pounds with two. (Have two fingers extended.) 


Jimmy pounds with two (Continue pounding palm.) 
hammers, 

Two hammers, two hammers, 

Jimmy pounds with two 
hammers, 


But Betty pounds with three. (Have three fingers extended.) 


(Use children’s names and continue up to five hammers.) 


Note: All these finger plays and poems are by unknown authors. 
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Dramatic Play == 


—— 


SF 


Í 
| 


ta 
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im busily arranged the 
empty food boxes and egg trays on the shelves in the four-year-old nur- 
sery school’s “store.” He turned all the cash registers away except one. 
He stood behind it expectantly. 

Nancy walked into the “store.” “How much are the eggs?” she 
asked. 

“Two dollars,” replied Jim. Nancy started away with the egg con- 
tainer. “No, you didn’t pay me.” Jim said. He altered his voice slightly 
and continued, “Pretend to pay me." Nancy complied. 

"You know why I have to use this big register all alone? Because my 
helpers aren't here today," explained Jim. 

He tried to talk Nancy into buying more items. He said, “These are 
my secret sauce. These are my secret peaches." Nancy chose an assort- 
ment and paid him. "Thank you," said Jim giving her the change. He 
wanted to do some more business, but Nancy left the store. 

"Let's pretend it’s ten more days from now," Jim called over the 
divider that separated "store" from “house.” It worked. Nancy re- 
turned and took some more groceries. 

"Hey, you didn't give me any money and I didn't give you any 
money." Nancy was leaving and made no move to come back. Jim put 
his hand out in front of him and pretended to get the money. Then he 
closed up shop and went to the housekeeping area to join Nancy. 

Nancy started out for the “store.” Hating to see her go, Jim said, 
"No, the store closes at four o'clock and it's four o'clock now." 

Nancy said, "But, Pm going to the other store," and left. 

“Oh,” said Jim, *I wonder where wife has gone now." 

Scenes like this are common among young children. From their front- 
row seats teachers and parents are privileged to attend children's first 


Performances as they Step out on life's stage. No written lines are 
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Figure 12-1. A small cash register and a collection of cans and boxes from the 
kitchen make “supermarket play” easy. (Kansas State University Child Develop- 
ment Laboratory) 


needed. Few props are called for. The child can be alone or with others 
when feelings and ideas—real and imagined—spill out in spontaneous 
tole-playing called dramatic play. " 
Dramatic play is the champagne of the under-six set. It gives the 
Sparkle to home, school, or wherever children gather. Children are 
actors without stage fright. They perform as expertly to an empty barn 
as to a full house. They say what they feel and feel what they say. They 
unashamedly use erroneous conceptions and unintentional puns. Crea- 
tivity abounds. Children ride a plank “horse,” eat sand cakes,” and 
drink water “beer” without apology for their realism. If adults have 
sensitive ears, eyes, and hearts, they may be moved from deepest 
anguish to poetic ecstasy or be entertained by rollicking slapstick. 


Values of Dramatic Play 


Contributing to Total Development 


All areas of a child’s growth can be stimulated by dramatic play. 
Briefly, dramatic play contributes to development of the cognitive, phys- 
ical, creative, social, and emotional components of the child’s being. 
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Cognitive Development 

Children's dramatic roles expand as their world broadens. They in- 
tegrate concepts from every area into the imaginative play that de- 
velops. They wonder, question, and experiment. This active role helps 
develop the depth needed to make concepts their own. While selecting 
roles and props children learn to make choices. They make decisions 
beginning with whether or not to join an activity. Language skills, so 
crucial to concept formation, are called for and practiced in dramatic 
play. The example in the introduction to this chapter illustrates this 
fact. 


Physical Development 
It is a rare child who needs encouragement to exercise. Given space, 
equipment, and a friend or two, activity involving exercise naturally oc- 


curs. Many dramatic roles require fast, rugged action. Good health and 
physical stamina are fostered. 


Creative Development 


Original thoughts, words, and deeds spill out effortlessly in dramatic 
play. “Pretend to pay me,” said Jim. “Pretend I’m a gorilla,” says a pe- 
tite blond, and for a while she is a gorilla. Children on these untrod 
paths find new (to them) ways to do things, new things to do, and new 
uses for old objects—all creative discoveries. 


Social Development 

In dramatic play the child develops a concept of his or her own sex 
role. Numerous social roles are tried out and increase the depth of un- 
derstanding of many other roles. The child begins integrating the rules 


of society. Often one hears a child admonish friends who forget the 
rules. A conscience is developing. 


Emotional Development 


The full range of feelings is expressed and experienced as the child 
plays with others in dramatic play. The child knows joy and sorrow, af- 
fection and rejection, anger and pleasure, satisfaction and dissatis- 
faction. The child learns to know what it means to have feelings. 

If we want to get closer to the truth we must look deeper into the 
reasons for our behavior,” said Virginia Axline, a child psychologist.’ 
Therapists such as Axline use the technique of play therapy, which 
includes spontaneous dramatic play, for discovering the source of a 
child’s emotional disturbance. Axline explains, “We are seeking under- 
standing, believing that understanding will lead us to the threshold of 


1 i : 
Virginia M. Axline, Dibs: In Search of Self (Boston: Houghton Mifflin, 1964), p. 8- 


Figure 12-2. Camping-out roles have become popular as children have this ex- 
Perience with their families. (Parent-Child Development Center, Houston, 
exas) 


More effective ways of helping the person to develop and utilize his 
Capacities more constructively.” ? s A 

Teachers and parents too seek ways to understand children and thus 
to promote their development more effectively. Dramatic play, whether 
it occurs at home or at school, can give insights into the behavior of 
children. While the “normal” children usually enrolled in nursery 
Schools and kindergartens do not have such deep-seated problems as 
those requiring play therapy, they may, nevertheless, have problems 
that could make them candidates for therapy should those problems 
Continue unresolved. Teachers may have occasion to recommend ther- 
apy for a child after observing him or her for some time at school. 

Teachers should observe children's dramatic play carefully. Through 
à System of periodic observing and note taking, teachers develop evi- 
ence for decisions. 

at can teachers learn from such observation? They will note the 


? Ibid., p. 9. 

? Ibid. pom 1. Dibs was first observed by nursery school teachers who after a 
Period of concern called in the psychologist for consultation. This is a report of the au- 
thor’s work with Dibs in play therapy. It is such a moving account that teachers every- 
Where should read it. 


313 


314 THE CURRICULUM OF THE NURSERY SCHOOL AND KINDERGARTEN 


recurring themes and the roles the child plays. They will know if a cer- 
tain child seldom participates in dramatic play. Notes will show what 
he or she does instead. If a child is thought of as typically happy, or 
cross, or hostile, the teacher notes whether one type of incident or a 
particular group situation invites this typical behavior. 

In a typical classroom certain children will require more adult guid- 
ance than others. Observing helps the teacher determine at what point 
guidance is called for with such children. For example, a child may 
strike out each time the teacher asks him or her to wait for attention. By 
observing this pattern in operation, the adults can make a concerted ef- 
fort to satisfy needs for attention in some satisfactory way before the 
child acts out. Observation will show certain children who never cause 
trouble. What are they doing? Notes often point out children who seem 
hungry or ill or who lack physical stamina. 

The teacher seeking answers will observe and listen. What questions 
do the children ask? What concepts are they using? What misconcep- 
tions do they have? Who are the leaders? What characteristics do the 
leaders have in common? Do some children enter groups easily? What 
techniques do they use? The answer to these questions may give the 
teacher a clue as to how to help a child who has difficulty entering 
groups. 

The teacher looks at all behavior, not just negative or troublesome 
behavior. The positive relationships observed will build confidence that 


all children can learn to relate to their friends and use their blossoming 
intellects creatively. 


Helping a Child Solve Personal Problems 


Teachers should be frank to admit when problems are beyond their 
training and experience or when they lack time for coping with children 
with special problems. When such instances occur, the teacher makes 
referrals to the guidance clinics of the community. 

, The. teacher's focus will be on recurring themes in a child's rela- 
tionships instead of on isolated incidents. A few examples of teachers’ 
action follow. 

The teacher helps build up the child's feelings of self-confidence—a 
positive self-concept. If children reveal that they feel little and helpless, 
the teacher seeks ways to help them feel bigger and stronger. If they 
reveal that they feel left out, Ways are sought to help them feel included 
and wanted. If one reveals that big brothers are bossing him or her 
around, the teacher can accept his or her bossing in school, protecting 
only those children who can’t protect themselves. If a child teases, the 


teachi i 
T notes whom and when the child teases and searches to under- 
stand why teasing seems satisfying. 


Figure 12-3. Hats of many varieties help suggest roles for children to play. 
(Michigan State University Laboratory Preschool) 


A child may reveal certain fears through dramatic play or that family 
relationships are difficult. The teacher helps get feelings out in the open. 
The child can talk to the teacher and play out feelings with puppets or 
small figures. The teacher may read a story that initiates a discussion of 
the problem. Or, an endeavor to help the child through the parents is 
made. 

It is not uncommon to observe a young child playing the role of the 
OPposite sex during dramatic play. That is, a boy selects women's cloth- 
ing or a girl selects men's clothing for dramatic roles. Much of this play 
!5 natural curiosity about the roles of the opposite sex. The teacher, 
through close observation, can attempt to determine the significance of 
the behavior. Is the child merely trying out a role? How frequently does 
the play occur? Why does the child seem to prefer the role? What is the 
child’s place in the total group? Does the role reversal give him or her 
unusual attention from adults and children? What is the home situa- 
tion? Do the parents accept the child’s real sex role? 
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The teacher’s role when dealing with children who frequently play 
the role of the opposite sex is first to be certain that the dress-up closet 
contains many interesting men’s as well as women’s clothing. Helpers 
are advised to avoid giving undue attention to a child who dresses in 
this manner and to seek to show attention at other times. One can talk 
to individual children and the group about their various “pretend” roles 
to help them differentiate real from pretend. 

Observe and record incidents for staff consultation. Referring the 
parents and child to a pediatrician or other specialist should only be 
done after careful observation and with great effort to avoid pre-diag- 
nosing the child. Preliminary investigation of appropriate referral is 
needed. 

If a child has difficulty relating to others, the teacher may encourage 
the parents to provide a companion for her or him. Children who ride 
together in car pools often have their plans made when they get to 
school, so teachers may suggest a car pool to parents whose child is on 
the outside of the social groups. The teacher may suggest that they 
regularly invite one of the classmates home for a visit. The teacher may 
carefully pair this child with a child whose similar interests make her or 
him a prospective friend. 

The teacher, who observes that a child seems consistently tired or 
listless, confers with the parents, and may suggest a medical examina- 
tion. If the child appears hungry, the teacher offers snack early, and 
checks with the parents to learn about mealtimes at home. 

Teachers can watch for physical complications. For example, if chil- 
dren breathe through the mouth and are unusually loud in their eating, 
they may have enlarged tonsils and adenoids. Need for corrective shoes 
may be revealed as children are observed running across a wide ex- 


panse. The teacher encourages the Parents to consult a specialist when 
such problems are observed. 


Satisfying the Child 


What are satisfactions that childre 
first place, they have a good time. 


most other goals the adult has for them. 
the second plac 


In 
and be chosen. Frie 


Third, each has an 
learn. They see their fri 


Figure 12-4. Beauty shop play is popular in most groups. (Louisiana State Uni- 
versity Child Development Laboratory) 


imitate their actions and their speech. Imitation is a great teacher. Chil- 
dren don’t always tackle the easy. Dramatic play encourages them to do 
better, climb higher, and become smarter than before. Dramatic play 
offers children an informal opportunity to pit themselves against new 
ideas and against their peers. 

Fourth, by trying out various roles, the child comes to understand 
herself or himself better. A role repeated frequently can be considered to 
have special significance for the child. 

Fifth, dramatic play offers the child the opportunity to release the 
Natural abundance of energy each possesses. Children thrive on action. 
While awake most are busily on the move. Freedom to keep moving 
and talking, which is allowed during dramatic play, permits the child to 
play as that energy level dictates. 


Planning for Dramatic Play 


In planning for dramatic play, the teacher takes into consideration 
the group of children and the developmental tasks confronting each 
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one. The teacher considers their age and their previous experiences at 
home, at school, and in the community. First plans are tentative. The 
plans are firmed up as the teacher gets better acquainted with the group. 
He or she encourages spontaneous themes to develop; and willingly dis- 
cards ideas that seem insignificant at a given time or for a given group. 
Plans include introducing numerous concepts and reinforcing learning 
through dramatic play. Frequently the specific ideas are selected from 
the questions the children initiate, realizing that children will only be 
able to represent roles that they have observed. For example, children 
who have never been to a restaurant won't know how a waiter acts. 
Most could play “McDonald’s” hamburger stand, however. 

A rich, coordinated program is planned to open new vistas that chil- 
dren can incorporate into their dramatic play. Special visitors, trips, 
movies, pictures, books, and science discoveries are included in the cur- 


riculum plan. The plan, however, is more of a housecoat than a strait- 
jacket. 


Teacher’s Role 


The teacher must be a friendly, open, spontaneous, and creative per- 
son with many strengths that keep his or her personality on an even 
keel, even when emergencies arise. Deep personal regard for each 
child, which is conveyed openly and often, helps the children feel at 
ease in the teacher’s presence. 

Teachers must support dramatic play continuously if its values are to 
be realized. Just because the children are playing happily is no reason 
for the teacher to complete office tasks or make a trip to the principal’s 
office. Measures that prevent problems are more effective than mop- 
ping-up procedures. When the class is Operating smoothly is the best 
time to record the positive examples that will sustain the teacher in 
moments of discouragement. Moreover, activities should be enriched 
and extended at every opportunity. The teacher who keeps close to the 
children, observing and listening to them, can more meaningfully plan 


the highly motivating, worthwhile nursery school or kindergarten pro- 
gram that each child deserves, 


Atmosphere 


The teacher establishes a 
ative dramatic play. There 


Figure 12-5. Shaving the 
ace interests children as 
they think of various roles. 
(Southeast Oakland Voca- 
tional Technical Center) 


bed. He replied, “Yes, except there is a looseness about this freedom 
that I like.” ; 

There is a “looseness” in the nursery school and rei iid 
allows for spontaneous, impromptu, original, and — — n 
take place. There is a steady hum of talking, laughing, and learning 
the children work individually and in small groups. 


Time 


Time is required for dramatic play to develop we v themes to e 
carried to satisfying conclusions. If the daily sche ule gn a 
with many teacher-instigated activities, the children nd little op 
Portunity to develop an idea before the teacher calls them to another 
circle. In such classrooms dramatic play soon withers. 

In most schools dramatic play takes place during indoor and outdoor 
self-selected activity periods. If such play is to flourish, a minimum of 
30 minutes, but preferably about 50 minutes, will be needed for the 
self-selected activity period. The teacher keeps the schedule flexible. For 
example, if the children have worked hard on getting a "train ready 
for an imaginary trip, the teacher allows them to take at least one ride 
before announcing that it is cleanup time. On the other hand, if the 
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train trip is over and the children seem at loose ends for a new activity, 
the teacher may decide that it is a good time to clean up even though 
the clock doesn’t quite say so. The teacher warns the children when a 
transition is approaching; thus encouraging them to bring their activ- 
ities to a close. 


Space 


Space is a requirement for dramatic play. Children need space to 
move around. Several areas of the room and yard can contain opportu- 
nities for dramatic play. Such areas are the work tables, the housekeep- 
ing area, the block area, the music area, the literature area, the wood- 
working area, and the outdoor area, which includes climbing areas, 
digging, wheel toys, and perhaps materials typically kept indoors. Hav- 
ing several areas provides alternative activities should congestion occur 
in one area. 


Limits 


Limits are defined, discussed, and maintained without punishment or 
harshness. Only those limits necessary to protect children, the learning 


environment, and property are set. Limits help children feel secure. Dra- 
matic play should not become a free-for-all. 


Suggested Props for Dramatic Play Themes 


The following materials and equipment are suggested for enriching 
and extending the roles children play. Props are placed where they will 
be noticed by the children. They are stored so that the children can find 


them readily and are kept orderly to suggest constructive creative play 
and not disorganized destruction. 


Dress-up 


Both men’s and women’s clothing should be available. Castoff cloth- 
ing makes good " dress-ups." Rummage sales are good sources of these 
materials. Children seem to be attracted to texture. Things of velveteen, 
satin, or fur are favorites. The crinoline petticoats of a bygone era are 
considered extremely elegant, especially when worn as "wedding 


dresses." Hats, purses, shoes, boots, and costume jewelry are popular 
items. 


Big brother's shirts, Sport coats, Scout uniforms, vests, boots, and 
Shoes are a better size f 


or young children than are dad's. Hats for some 
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Figure 12-6. Housekeeping equipment is ever popular, especially for younger 
children with less experience related to other roles. (Top—University of Illinois 
Child Development Laboratory) (Bottom—Dodge City (Kansas) Community 
College Child Care Center) 
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community helpers—firefighters, police officers, bus drivers—can be 
purchased from school supply catalogs. Farmers’ and cowboys’ hats are 
available in variety stores. The metal hat of the lineman is popular and 
can be purchased in hardware stores. Painters’ hats are often free at 
paint stores. 

Long circle skirts encourage role playing and creative dancing. A 
group would like a number of these, which can be made by a seam- 
stress. She can use a simple waist pattern that fits the largest child, then 
cut an ankle-length circle skirt to fit the waist. A zipper should be 
placed in the front to make self-dressing easier. You can alter women's 
old skirts for self-dressing by putting elastic in the waistband or sewing 
velcro on the opening. 

Other popular costumes that can be made by a seamstress are clown, 
drum major, bunny, doctor, and nurse outfits. Children like bright col- 
ors in their dress-up clothes. They should be made of light-weight mate- 
rial because children wear them over clothing and easily get overheated. 

"Dress-ups" should be stored so that they present a suggestive array 
from which children can choose and so that clothes stay in good condi- 
tion. If clothes are stuffed into a trunk or a box, a chaotic disorder 
results that is not part of constructive learning. An open cupboard built 
at the children's level using regular coat hangers is one type of storage. 
Pegs may also be used. In most cases, some adult help will be necessary 
at cleanup time. Dress-up clothing should be laundered regularly. 

A good-quality, full-length mirror is indispensable in the dress-up 
area. 
Housekeeping ° 

The housekeeping area or playhouse is perhaps the most common 
dramatic play area. This seems logical because the first roles the child 
assumes are family roles. Household routines and relationships affect 
Young children very directly. They become alert to the people and the 
activities of the home. In the following example, roles are carefully as- 
signed and played. . . 

Five-year-olds are playing in the housekeeping area. They begin 
building another room along the playroom wall outside the housekeep- 
ing area. They use chairs to enclose their room. They move a number of 
toys into the “new house.” The three girls wear dress-up clothing. Susie 
is Mother, Ruth the baby, and Cindy a small child. Mark is the father. 
Baby says to Mother, “Pretend you came in and saw a baby.” Mother 
Pats Baby on the head and then says, “Now, Baby, you can get up. 
Your daddy is coming home.” Father enters. Mother says, “Honey, will 


"OMNEM ere eee 
Figure 12-7. Boys and girls both like to play at taking care of and dressing 

dolls. (Top—Parent-Child Development Center, Houston, Texas) (Bottom— 
University of Illinois Child Development Laboratory) 
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you put this toy in the box over there?" Father does as requested. The 
small child enters and starts to go out again. Mother commands, 
“Come back. Come back. Here, take this,” giving the small child a toy. 
She then says, “Now you sit there and play until time to eat.” 

Furnishing the housekeeping area can be quite simple or very elegant 
depending on ideas and financing. Staff and parents who have ingenuity 
and skill with tools can furnish the area at little cost. Old tables can be 
cut down, cupboards can be made with wood and cardboard boxes. 
Stove grills can be painted on one end of a box. The cushion from a 
car’s back seat can be purchased at a salvage yard and used as an up- 
holstered sofa or a child-sized bed. 

Durable dolls of various sizes and colors should be available. Dolls 
with molded hair are more durable and withstand the countless baths 
better than those with fabric hair. Doll clothes should be made so that 
children can manage the buttons and zippers. Slip-on pants and skirts 
can be made with elastic belts and are good for those children who are 
interested in undressing and dressing dolls. 

Other furnishings are small dishes, pots and pans, silverware, several 
telephones, mop, broom, and carpet sweeper. A doll carriage, a bed, 
and a small rocker are popular. A small chest of drawers for the doll 
clothes is important. A few food tins, cereal boxes, and a milk carton or 
two can be added. 
The children can be very helpful in putting the materials away each 
y. However, the teacher should check before their arrival to be sure 
the area is clean and tidy. Materials should be washed as needed and 
dangerous broken pieces disposed of or repaired. To make the area in- 
viting or to stimulate its use,*the teacher may place a doll in the high 
chair and set out the baby food. Little mothers take over from there. 

If children want to use water or play dough in the housekeeping area, 
the teacher must establish limits. These materials do add to the realism. 
However, if the teacher finds the mess excessive, the children can be 


asked to use water and play dough elsewhere and to “just pretend" in 
the playhouse. 


da 


rranged occasionally to stimu- 
he room may bring it to the at- 


: à | here before. For example, when 
the housekeeping area is close to the lar. 


may supplement each other 


Figur E S WE ? 
Bure 12-8. The stethoscope contributes to playing doctor or nurse. A doll or a 


cooperating friend may b i 
nical Genter) ay be the patient. (Southeast Oakland Vocational Tech- 


Figure 12-9, Plenty of telephones facilitate communication between house- 
holder and the fire fighter. (Texas Tech University Kindergarten) 


In a study where the block and housekeeping areas were joined re- 
searchers found an enhancement of social and play experiences, particu- 
larly of girls and younger children.* 


Beauty Shop and Barbershop 

The following materials invite beauty shop and barbershop play: A 
long mirror or several smaller ones, curlers, combs, a safety razor with- 
out the blade, whipped soap flakes for "shaving cream,” and an old 
electric shaver, “Hairdryers” can be made of round commercial ice 
cream cartons obtained at an ice cream parlor or supermarket. The car- 
ton is taped to a yardstick, then taped to the back of a small chair and 


set against the wall for support. Don’t forget a stack of magazines or 
books nearby! 


After beauty-barber sh 


op play, dip the tools in disinfectant. Avoid 
this play altogether if the 


children have infections on the scalp. 


Restaurant 
During various cookin 


; 8 projects—making pancakes, hamburgers, or 
pizzas—the housekeepin 


8 area can become a restaurant or a drive-in. 


* Cheryl A. Kinsman, and Laura E. 
Changes in Play and Social Behavio. 
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Menus can be posted. Tablecloths can be made out of bright cloth. A 
cash register operator handles the money. Boys like Jim may like the 
play. He announced that he was the “cook” and this was his “restau- 
rant." He methodically took orders. He indicated several times that a 
cook’s role was acceptable for a boy in a restaurant but not in a house. 
The teacher took the opportunity during this role playing to discuss 
with Jim that some men cook at home. This was an effort to broaden 
his view of sex roles. 


Store 

With a few shelves built of planks and blocks, a cash register, paper 
sacks, pencils, and note pads, children will enter into store play. A 
collection of grocery cartons and cans suggests a grocery store. The hats 
from the dress-up area change it to a hat store. Shoes make it a shoe 
Store. Play is enriched by trips to a supermarket or a department store. 


Office 

An old typewriter (provided free by some business machine compa- 
nies), telephones, tables, and chairs will be sufficient furniture for the 
Office. It is interesting to note children’s concept of an office. In one 
group where even a number of the children’s mothers had offices, the 
children first used such equipment for a “doctor’s office.” They altered 
the teacher’s initial arrangement by bringing in a bed from the house- 
keeping area. They searched for the stethoscopes. After several days of 
playing “doctor,” they thought of using the space as the parent's office. 
However, the roles they played were themselves. They indicated that the 
crayons and paper had to be available. Drawing seems to be the child’s 
Pastime when he or she visits a parent's office. 

The typewriter is a very popular piece of equi pre 
should have a permanent place in the classroom because of its impor- 


tance to modern living. 


pment and probably 


Post Office 

Post-office play naturally follows the mailing of a letter to a friend or 
the posting of valentines. A schoolbag can be the mail carrier’s satchel. 
A cardboard box can be painted to resemble the mailboxes the children 
See along the street. A collection of old holiday cards or inexpensive 
envelopes for the children to address provides mail. 

A letter can be mailed to each child to prove that the postal system 
works. But if you give children stamps to put on their letters, many will 
lick off the glue, so be prepared with the glue bottle to help finish the 
job. A visit to the post office and a talk with the postal clerk will add re- 
alism to the play. 
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Figure 12-10. Dressing up is often part of role 
teresting. (University of Illinois Child Develop 


playing. Jewelry is especially in- 
ment Laboratory) 


Miniatures 


front of the door. One boy said, 
“I knew we shouldn't have 


During a period of reruns of 


c “The Lone Ranger” on television, five- 
year-olds began building “hors 


es” out of the large blocks. They stood 


5 See Chapter 5 for additional discussion of blocks. 
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three blocks upright, then stacked three lengthwise on top of the first 
three. They made a “neck” and a “head” with smaller blocks and fin- 
ished their “Hi Ho Silver” with a tail of colored plastic scribble-sticks 
tucked into a crevice of the blocks in the appropriate place. They 
mounted their horses and called, “I'll meet you at Ransom Canyon.” 
(Ransom Canyon was a local picnic spot.) 

The large hollow blocks and packing boxes are free of detail and 
therefore allow the imagination free reign. They are very strong and will 
hold numerous children at play. 

Auxiliary toys add to block play. A mounted steering wheel suggests 
the building of a car, a bus, a train, or an airplane. Models of domestic 
animals suggest a farm and wild animals a zoo. Cars, trucks, and trains 
encourage road building. Housekeeping toys, especially telephones, are 
Popular in the block area. : ; ; 

In the following example economic information is combined with 
building, the child with the broader experience leading the way. Later 
on during a discussion the teacher could let Bill explain more about his 
ideas. 

Four boys finished building a tunnel through which they could drive 
their cars, trains, and trucks. Everyone was lined up to make the grand 
entrance into the tunnel. Bill said, “We forgot one thing.” Jack said, 
"What's that?” Bill replied, “We forgot to put someone at the start to 
collect money from everyone.” Jeff responded, “What?” Bill explained, 
“Yes, to help pay for building the tunnel.” Jack hurried to the art table 


to get paper to make money. 


Firefighters Jue : 
A trip to the fire station, a fire in the neighborhood, or even a fire 


engine screaming past the school will often stimulate firefighter play. 

With a little help children can make their own firefighter s hat. Using 
two sheets of a double-paged newspaper (30' x 23"), fold it along its 
original lengthwise fold. Bring the upper right and upper left corners 
together at the center line to make the usual three-cornered hat. (See 
Figure 12-11.) About 3 inches remain to turn up for the brim. Staple 
the brim to the hat body. Turn in one corner to the center peak and 
Staple it in place. This leaves the other long corner to go down the back. 

hese hats may be painted. . . 

The newspaper hats or commercial plastic firefighter s hats team up 
with hoses, ladders, and red wagons when the children play out their 
helping roles, complete with sound effects. 


Gas Station 

Wheel toy “cars,” of course, need gasoline. A large hollow block can 
become the gas pump if a piece of garden hose is attached to it. A plas- 
tic nozzle that comes with cleaning liquid can be attached to the hose. 


Direction: Use a double 
sheet of 30" x 23" news- 
paper. 

Step 1. Fold corners to 

center. 


Large developer 
purchase sites: 


+ ZONED OR READY 
* WITHIN 50 MILES 


L 
E 


to Kennedy 
. Fireproof. 


Step 2. Fold up brim making a three-cornered 
hat. Staple brim and folds in place. 


rately hight’ 
decline over 
trading days. 
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Step 3. Fold one corner 
under toward the peak. 
Hats may be painted. 


Figure 12-11, Making paper firefighter's hats. 
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During warm weather the children can carry out the car-wash idea by 
washing the wheel toys. A few pairs of pliers and screwdrivers will 
foster mechanics play. Visits to a gas station, a garage, or a car wash 
will interest the young drivers. 


Television 

A window cut in a large cardboard box can serve as a TV screen. A 
few cereal boxes will encourage TV commercials. Puppets and musical 
instruments may invite performances. A few chairs or cushions can be 
arranged for the audience. A trip to a television studio will foster this 
play. 


Camping 

Camping has become a popular family experience. A small tent 
erected in the yard will provide the children many opportunities for 
camp-related play. A sheet can be draped over equipment when no tent 
is available. Suitcases and fishing poles might be added. 


Fishing 

The children can simulate fishing by tying string to a stick. Magnets 
can be added to the string. If paper clips are attached to paper or plastic 
fish or to the creepy crawlers made with liquid plastic kits, the children 
will enjoy their fishing. With this same setup, the children can fish 
numbers, colors, or the lotto cards out of a box. The paper clips should 
be securely attached to avoid a safety problem with very young chil- 
dren. 


Farm 

Farm play is popular in rural neighborhoods. For city children, con- 
cepts learned on a trip to the farm can be reenforced through dramatic 
play. Models of domestic animals and farm machinery are available. 
Barns can be constructed out of boxes. Hay bales can be added to the 
yard to roll around, to walk on, and to hide behind. 

For young cowboys an old saddle mounted on a wooden sawhorse 
makes exciting riding. Because guns do not contribute positively to the 
goals for the child's development, the school usually does not provide 
Such accessories. In fact, teachers usually have rules against using any 
toy as a gun, and guns that are brought to school are kept in the 


teacher's office for safekeeping. 


Construction 

Construction play is fostered when road graders, bulldozers, trucks, 
and shovels are provided. Digging can take place in the sandbox or 
Other digging area. Construction and road building are particularly 
Popular when children can see construction taking place in their neigh- 


Figure 12-12. A partially buried small tractor contributes to outdoor dramatic 
play. (Montessori School of East Lansing) 


Figure 12-13. A large appliance box stimulates creative dramatic play. (Parent- 
Child Development Center, Houston, Texas) 
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borhood. Children like to get inside large cardboard boxes that have 
been opened at both ends. They roll around the yard and may be called 
bulldozers” by young workers. 


Transportation 

Youngsters’ imaginations can transform ordinary packing boxes into 
a train. One plank across another becomes an airplane. A boat or the 
skeleton of an old car can be placed in the yard for the little drivers. 
These should be kept well painted to avoid a junk-yard appearance in 
the yard. Traffic signs can be added to extend the play. 


Space Exploration 

Space exploration intrigues even the youngest. A large refrigerator 
carton can become the rocket that blasts off after the countdown. With 
the teacher’s help opaque plastic milk jugs can be cut to resemble space 
helmets and large grocery bags can be made into temporary space suits 
by cutting out holes for the head and arms. 


Conclusion 


neous, imaginative role-playing taking 


Dramatic play is the sponta 
dergartens during the self-selected activ- 


place in nursery schools and kin 
Ity period. 

Dramatic play is a valuable activity b 
child’s growth in all developmental areas; it affords adults an opportu- 
nity to gain insight into children’s inner thoughts and feelings; and it af- 
fords teachers the opportunity to help children with some of the prob- 
lems they might be having. 

Children find dramatic p 
their friends in meaningful, ener 
couraged, and children enjoy learning a 
numerous roles. 

Planning is required to reap the b 


ecause it contributes to the 


lay satisfying because they can have fun with 
gy-releasing activities. Creativity is en- 
bout themselves by playing out 


enefits possible from dramatic play. 
An atmosphere of freedom is established by a teacher who is alert, 
warm, and responsive. Time and space are required and necessary limits 
must be set. An interesting array of materials and equipment will stimu- 
late a variety of dramatic play themes. 
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Creative Music 
Activities 


JENNIE JENKINS 
Will you wear red, 
O my dear, o my dear? 
O will you wear red, 
Jennie Jenkins? 
I won't wear red, 
It's the color of my head, 
l'll buy me a fol-de-rol-dy 
Til-dy-tol-dy seek-a-double roll 
Jennie Jenkins roll. (1)? 


T. sang the kindergar- 


ten teacher introducing a new song. As the chorus ended, the children 
clapped and called, “Sing it again, teacher, sing it again." The teacher 
new then that they liked the song and continued with other verses, 
using black, brown, blue, and green in place of red. The children picked 
up the rhythm and began clapping. They caught the repeat and chimed 
d on “roll Jennie Jenkins roll." The teacher sang a verse using "pink," 
they rhymed it with “stink” and laughed hilariously! 
, Jennie Jenkins" became a favorite. The song would go on and on 
>A as many verses as there were children present. They felt each must 
ave a chance to choose a color before the teacher was permitted to ter- 
minate the song. Children liked to stump the teacher by choosing such 
Variations as “aqua” and “striped” that were hard to rhyme. 
Why was “Jennie Jenkins” a children’s favorite? In the first place it 


1 TM s — A 
ihe i song is given a number the first time it is mentioned. By referring to the end of 
chapter, the reader can locate a book containing the music for that song. s 
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has a catchy rhythm—a toe-tapping tempo that stays with you for a 
long time. It has a familiar element—colors—which each got a turn to 
name. “Jennie Jenkins" also has freshness—a surprise of nonsense 
words that especially tickle the funny bones of five-year-olds. But most 
of all, the children simply enjoyed the song—the most important reason 
for singing it in the kindergarten. 

Of course, there were some secondary values offered by “Jennie Jen- 
kins.” By practicing the feel of words on the speech and hearing organs, 
children had a chance to say and hear words, rhymes, and sounds. They 
learned by rote, challenging their memory. Color concepts were in- 
troduced. Taking turns was required and practiced. Each of these values 
is important, but none is important enough for the teacher to sing the 
song if it does not bring joy to the children. 


Music in the Nursery School 
and Kindergarten 


Singing and dancing are creative arts. The emphasis in the school for 
young children is on the child’s enjoyment of musical expression rather 
than on any particular outcome. Though the teacher may start with 
words or a tune that is well known, creativity is encouraged by permit- 
ting the children to interpret the music in their own way, responding 
with new rhythms and words. This same emphasis on the process rather 
than on the product is suggested for all areas of learning. 

The goal is to introduce music to children so that their lives will be 
richer. Music gives them another medium through which they can 
express their thoughts and feelings. Enjoyment is the first requirement. 
Any demand for perfection has no place at this young age. Care must be 
taken so music is not subverted, that is, used to upgrade deficiencies or 
learn concepts in a way that robs the child of an enjoyment of music. 

The teacher considers children’s developmental level when making 
plans for music activities in the nursery school and kindergarten. Music 
for these years is an action art—as opposed to a spectator art or a per- 
forming art. The young child should have an opportunity to become 
personally involved in music, moving, trying various expressions, using 
no patterns, and receiving neither coercion nor criticism. 

Children are natural musicians. Their feeling for music begins early. 
Baby’s first movements are rhythmical—two feet kicking, two hands 
waving. The infant experiments with different tones while crying and 
babbling—long before the ability to speak develops. 

Children can be musically creative, and teachers and parents should 
get as much fun out of their original tunes and dances as they do out of 
their original sayings. No one says a child lacks talent when sentences 


CREATIVE MUSIC ACTIVITIES 337 


aren’t adultlike, so is it fair to say the child lacks talent when tunes 
aren’t the same as adults’? Children do make many original composi- 
tions that are a result of experimenting with sounds, rhythm, and sing- 
ing. 

Music can occur at any time of day. It happens at work time, cleanup 
time, outdoor time, and at dressing and undressing time. Children com- 
pose songs, chants, and dances. In an atmosphere of freedom and trust 
the child will express moods in spontaneous music. 


Planning Music Experiences 


Goals and Resources 


Planning is required if children are to enjoy music, have a medium for 
expressing their thoughts and feelings, and lead richer lives because of 
their introduction to music. Just as is true of other areas of the curricu- 
lum, achieving the above goals requires meaningful music experiences 
that will not result from haphazard teaching. 

Planning requires assessing children’s developmental levels—physical, 
mental, emotional, social, and creative—then relating these findings to 
music. The teacher must discover what the children know and how they 
feel about music. The resources can be surveyed—the teacher’s personal 
musical skills and knowledge; also, those of the school, the families, 
and the community. The teacher remains open to ideas that encourage 
creativity in the children. Planning requires sitting down regularly to 
evaluate what is being done and to decide on new experiences to pro- 


vide in the future. 


Search for Ideas 


Teachers must search constantly for ideas for music experiences. 
Those teachers with a music background have many advantages, of 
course, because they can play or sing a new song or play an accompani- 
ment for dancing without much effort. But a teacher without formal 
music training can also “have music wherever she goes." To these latter 
teachers much of the following will be most relevant, for there are ways 
for teachers to compensate for lack of formal music training. Some of 
the best musical experiences for children are provided in groups in 
which the teacher's formal training in music is almost nonexistent. The 
secret lies in opening up the teacher's creativity and overcoming a lack 
of self-confidence. 

Most adults know many songs that can be used in the nursery school 
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or kindergarten. The way to find out whether this statement is true of 
you is to make a list of songs you know. Start humming to yourself 
right now. Remember those old nursery songs your parents or grand- 
parents sang? Or the camp songs for Scouts? How about hymns? Folk 
tunes? School songs? Popular songs? There you have six categories for 
your list. Add to it daily. Turn through songbooks, listen to records. 
You'll find a tape recorder useful for learning new song material from 
parents or other teachers. Before you know it, you'll have a much 
longer repertoire than you might believe was possible. 

Get used to singing out on those songs on your list. Work at remem- 
bering tunes. Try picking up the tune in the middle of a song. Share a 
song that you know but have never seen in print with members of your 
class. Or maybe you remember a tune to which classmates can supply 
words. 

You have songs on your list that you think aren’t appropriate for 
young children. But wait. If you’ve remembered the tune for many 
years, it must have special holding power. Could you use the tune and 
adapt words to it? 

An example of an adapted song is the old hymn, “Jacob’s Ladder” 
(2). Using that tune and part of the words you can sing: 


John is climbing up the ladder, 
John is climbing up the ladder, 
John is climbing up the ladder, 
Reaching up so high. 


Of course, once you start this, several children may want you to sing 


them up the jungle gym. You can also give John advice—musically, 
such as: 


John is holding very tight, 
John is holding very tight, 
John is holding very tight, 
As he climbs a way up high. 


Have you heard the song, “Goodnight, Irene” (3) that the Weavers sang 
years ago? You could sing it at rest time merely by inserting each child’s 


name where “Irene” appears in the song. Or you could use it outdoors 
when you want to help a child. 


Come here, Millicent, 
Come here, Millicent, 
Come here, Millicent, 
Come here, Millicent, 
I want to tie your bow. 
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Teachers should feel at complete liberty to adapt any song to their 
needs. Creativity is the word. It’s fun for the teacher. The children will 
love it too. For example, here’s the way “Old Roger Is Dead” (4) was 
adapted: 


We Came to Our SCHOOL 
We came to our school and we painted with paints, 
Painted with paints, painted with paints, 
We came to our school and we painted with paints, 
It was so much fun! 


The teacher points to a child as the last phrase is sung, and the child 
comes up with the next activity phrase, i.e., we climbed on the jungle 
gym, we played in the dollhouse, we built with the blocks, etc. 

Children’s records can be used to help teachers learn new material to 
teach. By listening to the record and writing down the words, you can 
learn quickly. You might like to take the record home and sing as you 
get supper ready or do your homework. Of course, you could simply 
use the record, having the children sing along with it. However a record 
often interferes with adapting songs to individual children or with 
adapting a song to the special needs of a group—such as giving them 
time to stand up, or to laugh about the words. You might not like the 
Pitch or the tempo of the record. Having to operate the record player 
may also interfere with spontaneity. But the biggest drawback yet may 
be that the record is a crutch that teachers rely on when they could very 
well go it alone. Records can interfere with creativity—both yours and 
the children’s. 

Of course, records have an important. place. After you've learned a 
song from one, put it out on the listening shelf; you'll get a response 
like this one from Johnny, who heard “Do-Re-Mi” (5) from The Sound 
of Music. He was overjoyed. He ran to Susie, his teacher, and pulled her 
to the music corner, "That's the song you taught us! We know that 
Song. Teacher, I found our song. Listen!" 

Children like to hear their favorites over and over. A familiar song is 
like an old friend that it's nice to run into. Therefore, teachers need not 
Worry about using song material that some other teacher might use later 
9n. Children will enjoy the song later if they like it now. 

Also teachers should apply the principle of enjoyment to themselves 
as well as to the children. They should never try to teach a song or use a 
record they don't enjoy. In the first place, there is such an abundance of 
800d material, why do it? Second, the children will sense a teacher's 
lukewarm attitude, so they won't enjoy it either. 

Many adults lack faith in their musical ability. Perhaps this is because 
the modern world is flooded with music via recordings, concerts, and 
television. It's probably because they have never been encouraged to 
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think of themselves as musical. But even when you think you can’t carry 
a tune you can still help children find joy in music. Children are un- 
critical and readily respond to a teacher’s effort. Their response will be 
rewarding and encouraging. With repeated successes the teacher’s con- 
fidence grows. 

A common concern for students is, “But I have to sing in front of my 
demonstration teacher.” What they may not realize is that the teacher 
went through the same conflicts when in training and is likely to be the 
least critical of all. The demonstration teacher knows that children will 
respond with joy to music if adequate opportunities are being planned 
for them—even when the leader has stage fright. 

Some nonmusician teachers feel embarrassed because they don’t play 
an instrument. However, most songs that are suitable for young chil- 


dren can be sung without the piano. Rhythms too are possible without 
the piano. 


When the piano is used for children’s singing, it often overshadows 
the children’s voices, so that neither they nor the teacher can hear them. 
Children may get lazy or become distracted by watching the pianist. 
Unskilled pianists are often slaves to the printed music and become flus- 
tered over deviations. Often they cannot watch the children and play; 
therefore a barrier exists between the teacher and the children. How- 
ever, a mirror attached to the Piano enables the teacher partially to 
overcome this barrier. Also, unless the pianist can transpose, the song 
may be played in a key that is suitable to neither the teacher nor the 
children. 

On the other hand, an accompanist who can play by ear or one who 
follows the children rather than leads can be a great help at music time. 
Unfortunately, this talent is rare. Therefore teachers can plan to sing 
unaccompanied or try the chording instruments that will be discussed. 

The guitar makes a delightful accompaniment for children’s songs. Its 
simple chords need not overshadow the children’s voices. Even though 
it is large, the children will want to have a chance to strum and test the 
tones resulting from changing the finger position on the strings. Many 
books of children’s songs have chords marked that are suitable for 
piano, guitar, or autoharp. The teacher needs only play a few chords, 
because it is best to keep the harmonies simple. In some songs only one 


chord is required for the entire song. See Figure 13—2 for the chords com- 
monly used in children’s songs. 


A baritone ukulele is a m 


D F major 
maior 7 
z 
3*3 c 
A7 F C [9/4 
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Guitar Tuning — 


== ——Baritone Ukulele Tuning 
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Figure 13-3. The autoharp is a useful instrument for accompanying singing— 


easy to play, easy to carry everywhere and easy to learn to play. (Michigan 
State University Spartan Nursery School) 


An autoharp is a popular instrument for schoolrooms. It is held on 
the lap or in the arms; therefore it easily goes to singing time either in- 
doors or out. The autoharp has preset chords, so the player has only to 
push the lever to play the desired chord. A fifteen-chord autoharp offers 
the teacher the most variations. When the teacher wishes to use the 
autoharp during singing time, it is well to have it out during self- 
selected activity periods. Children will get their turn for experimenting. 
If they feel satisfied, the teacher can say at singing time, “It is my turn 
now to use the autoharp.” The autoharp, like any instrument, should be 
kept tuned. If necessary the teacher may ask a music store or a musician 


to tune the autoharp. Guitar and piano chords can be played on the 
autoharp. See Figure 13-3. 


Singing 


Singing can occur spontaneously in both children and teachers. Sing- 


ing also occurs through the Systematic introduction of songs at a regular 
group time. 


New Songs 


Though repetition is necessa 
in the nursery school and ki 
342 


ty for learning, variety is the spice of life 
ndergarten, as elsewhere. Because every 
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song the teacher presents will not appeal equally to all children, the 
teacher provides variety in hopes of touching every child. It’s important 
to bring new material to them every week, then no one song gets over- 
worked until someone cries, “Not that again!" Because it takes several 
hearings before children will be able to sing a song, they should have a 
number of songs in various stages of learning. 

The teacher keeps up a constant search for new songs. Some songs 
can relate to concepts being developed with the children. For example, 
as each season is studied, a number of songs are found that reinforce 
those concepts, let children practice the new vocabulary, and encourage 
them to express their feelings about the season. At the same time, songs 
related to their other interests are included, as well as nonsense songs 
and old favorite nursery songs. 

One place to discover song material is to listen to the children. They 
often sing a song from home, television, or records that would be fun 
for the group. Children’s records and songbooks will offer many 
Suggestions. The nonmusician who needs help learning new songs can 
find songs in books and then locate them on records. Students and 
teachers often teach each other songs. Teachers make notes of songs 
they hear. Simply writing the words down helps them remember songs. 
The words help locate the song in a book or on a record. 

New songs may be introduced as a story, or they may first be sung at 
the art or science table in the presence of only a few children. Because 
Songs can accurately describe concepts, they may be used in this way. 
Having sung the song in a small group, children may want to hear it 
again during singing time. 

If you are a student teacher, you will want to learn to manage the 
Singing time without your demonstration teacher’s help. Managing the 
children and handling discipline will be up to you. If the demonstration 
teacher feels required to step in to help you, it will be difficult for you to 
Tegain the children's attention. Therefore you must go to singing time 
With the confidence that your planning has been sufficient to carry you 
through, 

Planning is very significant. It may look so easy and natural when the 
demonstration teacher leads singing—but she or he plans too. Your 
Control of the group begins as you plan, long before you sit before the 
group. Make a list of songs that the children might request—those the 
demonstration teacher has taught them. Do you know all the words? 

ake a list of the songs you expect to teach. On index cards type the 
Words to new songs and note the tune if the words are adapted from 
Something familiar. Notes will help you keep from forgetting. They will 
Offer suggestions when you feel “blank.” Forgetting is easy when you 

ave had many things to consider, watch for, and remember, as 
teachers do at singing time. 
_ Sit with the children on the floor or on a small chair. The piano stool 
'S too far away for an intimate singing time to develop. 
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Look at each child as you sing. Smile so they know you enjoy singing 
with them. Shift quickly from a familiar song, to a finger play, to a new 
song. Pick up cues from the children so that you move with the group 
instead of pushing against what they want to do. More than anything, 
have fun singing with the group and you'll find the children listening, 
singing, and responding. Discipline will be no problem. 


Teaching a New Song 


Sing a new song straight through at normal speed—just as you hope 
the children will learn to sing it. Let them catch the song’s flavor. Don’t 
exaggerate any part. If the song is short, sing it several times so the 
children get familiar with the ideas and the repeats. Don’t ask them if 
they want to hear it again, for someone will surely say “No.” Just sing. 
By the time it has been sung this way several times, the children will be 
chiming in. Don’t wear it out though, and don’t dissect it—singing it a 
line at a time. This destroys the whole effect of the song. The next day 
repeat the same procedure. This time you can specifically invite the 
children to help you sing. By the third day many of your group will be 
beginning to sing. You will be able to tell whether they are going to like 
the song. If they fail to respond after three or four days, this indicates 
that the song apparently isn’t for them at this time. Save that song until 
later. A song worth singing doesn’t need to be pushed onto children. 


Choice of Songs 


Children are attracted by action songs. Such songs give them a way to 
participate with their hands and sometimes their whole bodies. The ac- 
tions will attract some children who may do the actions long before 
they sing many of the words. Clapping can accompany some songs that 
don’t suggest other actions. 


ACTION SONGS 


Eency WEENcY SPIDER (6) 


Eency weency spider went up the water spout, 

Down came the rain and washed the spider out, 

Out came the sun and dried up all the rain, 

And the eency weency spider went up the spout again. 


(Actions: Use fingers to imitate spider going up. Wiggle fingers to give 


rain effect, encircle face with hands for the sun, and make the spider 
climb again.) 
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WHERE Is THUMBKIN? 


(Tune “Frère Jacques,” or “Are You Sleeping?") (7) 


Where is Thumbkin? 
Where is Thumbkin? 
Here I am. 

Here I am. 

Howdy-do dy day sir? 


ACTIONS 
(Hands behind back.) 


(Bring hands out, thumbs 
extended.) 
(One thumb bows to other.) 


(Other thumb bows in return.) 


Very well I thank you, 
(Return behind child.) 


Run away, run away. 


Other verses: Pointer, middle, ring finger, and little finger. (The last two 
are difficult for small children to extend but they like to try.) 


Tur WHEELS OF THE Bus 
(Tune: “Mulberry Bush") (8) 


ACTIONS 
Thewhedlson the bus feat] (Children roll hands around each 
Go round and round, other.) 
Round and round, 
Round and round. 
The wheels on the bus 


Go round and round 
All over town. 


Short claps.) 
Fingers go back and forth.) 


Pretend to honk.) 
Pretend to cry.) 


Other verses: Money goes clink ( 
Wipers go swish ( 
Horn goes beep ( 
Babies go waa ( 


Ir Youre Happy AND You Know Ir (9) 


If you're happy and you know it 
Clap your hands (clap clap) 

If you're happy and you know it 
Clap your hands (clap clap) 

If you're happy and you know it 

Then your smile will surely show it 

If you're happy and you know it 
Clap your hands (clap clap) 


Other verses: Pat your head (pat pat); Toot your horn (toot toot); Touch 
Your nose (tap tap). 
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Content of Songs 


Elements of familiarity are important in songs. The teacher searches 
for songs about things the children know, i.e., children, animals, bugs, 
snow, wind, space flight, etc. However, the teacher does not explain a 
song word for word but lets most of the song’s meaning come to the 
children as they sing and as they experience their world. If a song has a 
catchy melody in a suitable range, children will sing it with gusto even if 
they do not understand it entirely. Their renditions of hymns and patri- 
otic songs offer humorous examples of this fact. The range from middle 
C to D, a ninth above, is appropriate for kindergarten, with middle C to 
A being better for nursery school children who are learning to sing. 

Concepts the children are learning can be the subjects of songs, but 
teachers should keep in mind that children must also enjoy these songs. 
By singing a new word, children receive a kinesthetic or sensory experi- 
ence in the speech and hearing organs from which other understandings 
can grow. Of course, a counting song combined with pointing to ob- 
jects—fingers or children—will help a child learn numbers. The teacher 
sings "Mary Wore a Red Dress" (10); Mary stands up, and John sees 
her red dress and his color concepts are improved. If the children en- 
joy singing the ABC's to the tune of “Twinkle Twinkle Little Star” (11), 
there's no harm done and they get the kinesthetic experience necessary 
for beginning to know the alphabet. Teachers dealing with children 
of all languages can use songs to help build vocabulary and provide 
ear training. 


SONGS ADAPTED TO TEACH CONCEPTS 


CoLon SonG 


(Tune: *Pawpaw Patch") (12) 
Children wearing red, please stand up. 
Children wearing red, please stand up. 
Children wearing red, please stand up. 
So we can see your colors. 


Note: The song continues designating the colors the children know, in- 
troducing new colors, and at the same time letting each child stand at 
least once. 
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Do You Know? 


(Tune: “Muffin Man") (13) 


Do you know the fire fighters, 
the fire fighters, 
the fire fighters? 

Do you know the fire fighters 
who drive a big red truck? 


Oh, yes we know the fire fighters, 
the fire fighters, 
the fire fighters. 

Oh, yes we know the fire fighters 
who drive the big red truck. 


Other verses: 
Police officers—police car 


Mail carriers—red, white, and blue jeep 
Garbage collector—grey truck 


COUNTING 


Ten Littie Inpians (14) 


(Tune: Traditional) 


One little, two little, three little Indians 
Four little, five little, six little Indians 
Seven little, eight little, nine little Indians 
Ten little Indian boys. 


Actions: Point to fingers as each number is sung. Verse can be changed 


to cowboys, astronauts, fire fighters. 
Orp MacDonatp’s FARM 


(Tune: Traditional) 


Old MacDonald had a farm, 
E-I-E-I-O 

And on this farm he had a duck, 
E-I-E-I-O 

With a quack quack here, 

And a quack quack there, 

Here a quack, there a quack, 
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Everywhere a quack quack, 
Old MacDonald had a farm 
E-I-E-I-O 


Other verses: Let the children select the other farm animals to sing 
about. 


Up In a Space CAPSULE 


(Tune: “Up in a Balloon”) (16) 


Up in a capsule, boys, 

Up in a capsule, 

Flying ‘round the little stars 
And way out to the moon. 
Up in a capsule, boys, 

Up in a capsule, 

Won't we have a jolly time, 
Up in a capsule! 


Parts or My Face 


“Ten Little Indians") (14) 


Eyes, ears, nose, and mouth; 
Eyes, ears, nose, and mouth; 
Eyes, ears, nose, and mouth; 
Belong to my face. 


Note: The children touch each part as they sing. 


Spanish versions of songs are given below. You can use them when 
teaching Spanish or working with Spanish-speaking children.? 


Ojos, Orejas, Naniz, Boca 


(Tune: “Ten Little Indians") (14) 


Ojos, orejas, nariz, boca; 
Ojos, orejas, nariz, boca; 
Ojos, orejas, nariz, boca; 
Son parte de mi cara. 


? Other songs in Spanish are suggested in Fun Learning Elementary Spanish by 
Margaret Anne Carlson and others (Albuquerque: University of New Mexico, 1961). 
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Diez Ixprros 


(Tune: “Ten Little Indians") (14) 


Uno, dos, tres inditos, 
Cuatro, cinco, seis inditos, 
Siete, ocho, nueve inditos, 
Diez inditos son. 


Note: The Spanish “Ten Little Indians” can be adapted to say ninitos— 
children, pollitos—chicks, perritos—puppies, etc. 


DONDE Esrá JUANITO? 


(Tune: “Pawpaw Patch") (12) 


zDónde, dónde está Juanito? 
ónde, dónde está Juanito? 
ónde, dónde está Juanito? 
: El está alli? 


:Donde, dónde está Maria? 
:Dónde, dónde está Maria? 
zDónde, dónde está Maria? 
¿Ella está alli? 


Note: Insert each child's name, Use el for boys and ella for girls. 


VAMOS A LA ESCUELA 


(Tune: “Pawpaw Patch") (12) 


Vamos, vamos a la escuela, 
Vamos, vamos a la escuela, 
Vamos, vamos a la escuela, 
A la escuela hoy. 


Note: Add verses with activities such as 
a pintar—to paint 
a jugar—to play 
a leer—to read 
a cortar—to cut 
a dormir—to sleep 


Songs that call for children's individual participation have strong ap- 
Peal. Teachers will need as many of this type of song as they can find 


350 THE CURRICULUM OF THE NURSERY SCHOOL AND KINDERGARTEN 


They should feel perfectly comfortable adapting songs to the needs of 
their groups. Sometimes the child’s name is used, sometimes she or he 
gets to select the animal or activity that goes into the verse. In the fol- 
lowing song, the child’s name and shirt color are designated: 


WHERE On WHERE? 


(Tune: “Pawpaw Patch”) (12) 
Where oh where is dear little Jimmy? 
Where oh where is dear little Jimmy? 
Where oh where is dear little Jimmy? 
Way over there with the blue shirt on. 


Note: When the teacher must sing everybody’s name, try putting sev- 
eral together—Where oh where are Peter, James, and John? 


“What Shall We Do When We All Go Out?” (17) can be sung with 
each child suggesting a different outdoor activity. After a few days this 
song can become a cue song—like a closing hymn in a house of wor- 
ship—that tells the children that outdoor time has come. 

When “The Farmer in the Dell” (18) is altered to say “The Farmer 
Has a__.” each child cán select a different animal or machine for 
the farmer. The children may eventually become quite imaginative, se- 
lecting such animals as deer, dolphins, or “dodo” birds. Their sugges- 
tions are usually indications of their imaginations, not their lack of con- 
cepts. Such jokes are signs of their increasing maturity. 

Other songs calling for individual contributions are “When I Was a 
Young Maid” (19), which calls for Occupations and tools, and *Mon- 


key See Monkey Do” (20), in which the child suggests a motion for 
others to make. 


Teachers should know lullabies as well as rousing songs. A quiet song 
is worth a thousand “Shhh’s,’ 


gested in Chapter 11. A quiet s 
The teacher can start a song lik 


: e “My Pigeon’s House" (35) in a Pm- 
telling-a-secret voice, singing to 


two or three children who are sitting 


,ü i oup with active eyes, encouraging others to listen 
and join the singing. The teacher nods and smi 


listening. The songs work their miracle a 
sten and sing. 
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SOOTHING SONGS 


Kumpaya (21) 


Mary’s listening, Kumbaya, 
Mary’s listening, Kumbaya, 
Mary’s listening, Kumbaya, 
Oh, Oh, Kumbaya. 


Hus, Lirrte Bagy (22) 


(Tune: Traditional) 


Hush, little baby, don’t say a word, 
Mommy’s going to buy you a mocking bird. 
If that mocking bird won't sing, 

Mommy’s going to buy you a diamond ring. 


If that diamond ring turns to brass, 
Mommy’s going to buy you a looking glass. 
If that looking glass gets broke, 

Mommy’s going to buy you a billy goat. 


If that billy goat won’t pull. 

Mommy’s going to buy you a cart and bull. 

If that cart and bull turn over,* 

Mommy’s going to buy you a dog named Rover. 


If that dog named Rover won't bark, 
Mommy's going to buy you a mule and cart. 
If that mule and cart fall down, 

You're still the sweetest little boy in town. 


Guidance can be sung instead of spoken and is often more effective as 
a result. Each teacher will have favorite tunes that readily come to mind 
When needed. By singing “Barry, walk around the puddle,” or “Time to 
80 indoors.” Cleanup time can be lots more fun if everyone bursts into 
Song as materials are put away. They can sing “Pickin’ up blocks, put 
them on the shelf,” instead of “Pickin’ up pawpaws" (12). “Here We 
Go Round the Mulberry Bush" (8) readily becomes the following at 
Cleanup time: 
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CLEANUP TIME 


(Tune: “Here We Go Round the Mulberry Bush") (8) 
This is the way we stack the blocks, 
Stack the blocks, stack the blocks, 
This is the way we stack the blocks, 
When it's time for cleanup time. 


Other verses: Wash the easel, wash the paint brushes, or wipe the ta- 
bles. 


The late four-year-olds and five-year-olds will enjoy songs with cu- 
mulative verses. “The Twelve Days of Christmas” (23) is a familiar ex- 
ample. For such long songs the teacher can prepare drawings to illus- 
trate each verse so the children can “read” as they sing. Drawings help 
them learn more quickly and help the teacher too. The following are 
songs of this type: “Had a Little Rooster" (24), “I Bought Me a Cat” 
(25), and "I Know an Old Lady” (26). 

The use of sad songs is often discussed by teachers. Some believe that 
sadness should never be a part of a song for young children, Others 
believe that a sad song may help the child learn about feelings. They feel 
that a child may use a sad song to express inner sadness. The song may 
help bring concerns out where they can be dealt with. “Old Roger Is 
Dead” (4) and *Go Tell Aunt Rhodie” (27) are considered sad by some 
teachers. a 

Of course, a child's reaction to a song will depend on the way it is 
sung. Songs that seem sad to adults may not seem sad to children. 
Whether a teacher uses sad songs should be up to the teacher because 
one of the requirements in choosing songs is that the teacher enjoy the 
music presented to children. If a sad song has special meaning for a 
teacher, he or she should be free to try it with the children. They may 
sense that feeling and appreciate the song too. 

Allowing children to select songs during singing time is important 
because it makes the period more their own. No harm can come from 
singing "Jingle Bells" (28) in June, so a seasonal choice should be 
honored as would any other. À teacher must, however, decide from 


ad and how much to follow the 
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dren’s moods and follow the leads they give. The length of the music 
period will vary from day to day depending on the children’s response. 

The following are examples of leads that a teacher might follow: If a 
child kicks his or her heels, perhaps the teacher can think of a song in 
which kicking might be an appropriate sound effect. If the children lie 
down as though sleeping, try to think of a sleeping song. If a child 
should pretend to play the guitar, can the teacher think of a song that 
could work this in? If the children have been sitting for quite a while, 
can the choice be a song that would get them up for a stretch, then get 
them to sit back down so that a story could follow? By following the 
children’s leads, the teacher can make the singing experience fun, relax- 
ing, and creative, yet organized enough so that it is pleasant for every- 
one. 

When teachers establish an atmosphere of freedom and use music 
creatively throughout their teaching, it won't be long before the chil- 
dren will be bursting out in song wherever they play. Both their tunes 
and their words may be original. If the teacher can capture some of 
these compositions in notes and sing them back to the child, they will 
show that the accomplishments are appreciated. 

Carl was heard responding to the question, "Do you need a push?" 


He sang: x 
i's 
I can push myself so high He ; oq 
I can just fly li. " 
Into the sky. Le ; 
Us ; 
Another sang: k Su € 


Hooray for today! "s 
I can play all day! 


Exuberance for life showed when yet another sang: 


I love these snowy days! 
It's fun today! 


beris children's spontaneity and zest for living are pleasurable to be- 
old. 


Creative Movement 


. Children are naturally rhythmical in their movements. Swinging, 
jumping, swaying, whirling, tapping, and running are rhythmic move- 
ments familiar to any teacher of young children. Movement is impor- 
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tant to children. From the smallest wiggling finger to the largest leaps, 
the child loves to be in motion. The teacher's role is to establish the at- 
mosphere of freedom that lets the children express their feelings, and 
there will be rhythm. 

Many interesting rhythms are noted during activities that may not be 
thought of as rhythmical, e.g., cutting, painting, or rocking in the rock- 
ing chair or the rocking boat. Teachers may help children recognize 
these rhythms. They might develop a chant to go with one of them, like: 


Pound, pound, pound, pound, pound on the clay, 
Pound, pound, pound, pound, pound it down. 


Spontaneous dancing often results when classical music is played on the 
record player. The children will enjoy wearing long skirts for whirling 
and twirling to the music. Long streamers of colored material or paper, 
or colored scarves will prompt a gentle flowing rhythmic expression. 


Figure 13-4. Moving the body to music or rhythm gives children an opportu- 
nity for creative expression. (Michigan State University Laboratory Preschool) 
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Figure 13-5. Children enjoy creative movement on the floor. It is especially fun 
when the teacher participates. (Michigan State University Laboratory Preschool) 


b Movement can also be accompanied by a piano, a tom-tom, a tam- 
ourine, or clapping. : 
Children us so their movement doesn't interfere with that of 
others. However, once children are spread out in the room or the yard, 
they have difficulty hearing the teacher's suggestions and comments. 
Teachers know that shouted guidance is ineffective. The teacher can 
Solve the problem by developing a signal so children will know when 
it’s time for them to come together. The signal could be one loud 
"bang" on the tom-tom or three taps. The teacher can call them to a 
“secret huddle” to talk over the plans for the next activity. The huddle 
will help keep the children's attention. AM 

Children can be encouraged to use their imagination to suggest move- 
ments to make. They can name birds or animals to imitate. They can 
imitate machines—large like a bulldozer amd small like the mixer at 
home. Sound effects go with rhythms, of course. This is rarely a quiet 
time of day. 

Children can be encouraged to use their space by jumping their high- 
est or crawling their lowest. They can experiment with different ways to 
move through space—walk, run, hop, jog, leap, twirl, skate, slide, 
creep, glide, gallop, skip, and BLAST OFF! The teacher can pick up the 
rhythm of a particular child and tap it out on the tom-tom. “John, your 
rhythm pattern is—tap, tap—tap tap tap.” The teacher may say, “That 
was a HIGH leap, Jennifer." “What a smooth glide you have, Dennis!” 
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A child who wouldn’t participate in dancing may happily jump on a 
jumping board or a mattress. The teacher can recognize movement by 
tapping out the rhythm or singing a song to its beat. 

A teacher may crumple a plastic film bag in the children’s presence. 
They watch it unfold, then they pretend to be a crumpled-up plastic 
bag. Many get lovely, unusual movement. With older children, who 
won't mind if baloons break, setting several balloons loose in the room 
may stimulate skipping, leaping, and running to keep the balloons float- 
ing through the air. 

If the children seem overactive during planned rhythm experiences, 
they may need to be more active or they may already be overtired. 
Children can be rested by doing small movements with eye, tongue, 
finger, head, and nose as they relax on the floor. 

There should be no desire to get every child doing the same thing. 
Care should be taken to recognize each child's unique contribution. 
Children will be freer without their shoes. 

Teachers can use children's creative imitations to help at transition 
time. “Hop like bunnies to get your coats" or *Now on quiet feet like a 
mouse, let's go to the film room." 


Listening 


The opportunity to listen is important for growth in music apprecia- 
on. Listening is also important for language development. Many of the 
opportunities offered through music make important contributions to 


language. Acuity is tested. Memory is developed through listening activ- 
ities. 


ti 


Records 


An area of the room can be furnished with records and a record 
player that the children are allowed to operate. A simple player without 
an automatic changer is best. If there is room near the record player, the 
children will respond to their records physically—through dancing, 
marching, and the playing of instruments. They should also be able to 
listen uninterruptedly to a musical selection or a story record. Attention 
spans are often quite long when children are listening to music volun- 
tarily during the self-selected activity period. 

Records of good quality should be provided. The records that have 
only one selection are easier for t 
playing records make the selectio 
small child. Also, teach 
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able for holding records so that the children can learn to place records 
in the rack rather than on chairs and tables. A small selection should be 
available and changed frequently. Other records may be available on 
request. Many teachers have success with tape recordings of songs they 
wish to teach children. Some children can handle the tape player them- 
selves. 


Sound 


Many experiments with sound are related to music. Apple juice bot- 
tles can be tuned. Colored water in different amounts is added to eight 
bottles until the scale can be played, with a wooden mallet used for tap- 
ping. The advantage of tuning bottles instead of glasses is that lids can 
be placed on the bottles to prevent evaporation when not in use. Experi- 
ments also result from putting on and taking off the lids. 

Vibrations cause sound. Children can feel instruments vibrate simply 
by placing a hand on the instrument. A shoe box can be strung with 
tubberbands of different widths and tautness and plucked, creating 
various effects. Children can relate the experiment to the guitar, the 
autoharp, and the piano. During such a study children will enjoy a trip 
to hear a harpist. Other stringed instruments may be brought into the 
school for listening and experimenting. Piano tuning is interesting for 
children to watch. Also, many listening experiences will be carried on 
by children as they play the piano. Rules should be established so that 
the piano is treated with the respect due a musical instrument. 

Vibrations can be felt in one’s own throat, and some children dis- 


Cover this themselves. 


Special Events 


m can help children learn about the 


A trip to a school music roo hild: 
ents. They will like a close-up view. 


sounds made by various instrum 
hey like to go to band practices and watch the players up close. 

Frequently delightful music experiences can be provided by the 
Parents and siblings of the children in a class. For example, a father 
who was an evangelist singer came to sing. He made up songs, using 
each child’s name. Another father brought his banjo. After a number or 
two he had each child use a hollow block for a drum—what rhythm 
resulted! 

One child’s brother played the trombone, another a steel guitar. A 
sister twirled. Another sister came with her friend. Wearing a striking 
Spanish dress, the sister danced the exotic Spanish flamenco. The friend 
made a striking contrast with a slow, graceful dance in a pastel ballet 


ress and slippers. 
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A mother who played the lead in the community production of The 
Sound of Music taught children to sing “Do-Re-Mi” (5). l 

By singing songs from their countries, foreign students can help chil- 
dren learn about peoples of other lands. At the same time foreign stu- 
dents learn about American children. 

Many opportunities such as those suggested will develop children’s 
listening skills. Children also practice appropriate behavior as a member 
of an audience. However, each guest was advised ahead of time about 
ways to include the children in the presentation. The children thus be- 
came part of each experience. The involvement of family members is 
especially important to a child. 


Rhythm Instruments 


Rhythm instruments can be used creatively. They are placed in the 
music center so that the children will use them alone, accompany them- 
selves in singing, or tap out a rhythm as a record plays. The children 
may organize their own band. When they do, the teacher will notice 
that they keep excellent time to the marching rhythm. A few records of 
good marches such as those of college marching bands will be sufficient 
stimulation. 

Gone are the days of sitting everyone in a row to hold an instrument 
until time comes to tap just so. Rigid adult structure curtails creativity. 
When children organize a marching band, the teacher’s role need only 
be to place a table or a collection of chairs in the center of the room to 
guide the direction of the march. Children think of a march tempo as 
“parade” music, so marching is important. If there is an insufficient 
number of the favorite instruments, the teacher may get agreement on a 
signal that tells the children when to exchange instruments. If the 
teacher plays the piano for the marchers, the rhythm should be clear 
and strong. Then the children can keep time. 

Children have a number of opportunities to see marching bands on 
television. Attending a parade or visiting a marching band practice will 
create interest. If a child’s sibling plays a band instrument, she or he can 
be invited to play. A twirler will interest children, too. 

„Several good-quality tom-toms, bongo drums, and maracas invite in- 
dividual and small-group experimentation with primitive rhythms. 


Musical Guessing Games 


The teacher asks, “What tune is this?” 
tune on the piano. The children guess. The 
humming tunes for others to guess. 


after humming or playing a 
children, too, can have turns 


Figure 13-6. Children 
enjoy trying out in- 
struments individually, lis- 
tening to the tones, and ex- 
Perimenting with sounds. 
(Texas Woman’s University 
Nursery School) 


; an tap out the children’s names. 
First, start by choosing two children to stand up, then say, “Whose 
name am I tapping?” The teacher cam plan ahead, selecting children 


whose names have contrasting beats. 
By recording each child as he or she sings or talks, then bringing the 
tape for the children to hear, the teacher gives the children another 


guessing game requiring listening. 


Using the tom-tom, the teacher c 


Singing Games 


Some of the group games used with other children must be adapted if 
they are to be used with kindergarten children. Many are totally un- 
Suited to nursery-age children. Too many rules, too many specific direc- 
tions, and competition make them too complicated. Even the traditional 
manner of playing “The Farmer in the Dell" (18) is too complicated. 
Young children don’t understand not being chosen. Some teachers im- 
Provise verses until each child is in the circle. Another alternative is to 
divide the group into several circles with an adult in each, then the 
game can be played in more or less traditional manner. If all the groups 
are in the same room, they can still sing together. 
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The game of musical chairs is popular with elementary school chil- 
dren but is not recommended for younger children because a child can- 
not understand being left out. In this game sufficient chairs are available 
minus one. The group marches around until the music stops, then ev- 
eryone runs for a chair. However, if at this point the child who is left 
out gets to choose a rhythm instrument and becomes part of the band, 
the child’s concern about not having a chair is somewhat removed. 

Games requiring children to hold hands and move in a circle are also 
too structured. Often, however, it is just as well to let children stand 
where they will and move in their own circle. Late four- and five-year- 
olds will enjoy “Did You Ever See a Lassie?” (29), “Monkey See Mon- 
key Do” (20), “Mulberry Bush” (8), “Round and Round the Village" 
(30), and “Punchinello” (31). Younger children may like "Ring Around 
the Rosy" (32), "Sally Go Round the Moon" (33), and “London 


outdoors; therefore singing games should be used for this purpose only 


occasionally. Tumbling and rhythms offer energy release in a similar 
manner. 


Role of Parents in a Child’s 
Musical Education 


Ti ^ enj i 
e c may also encourage parents’ enjoyment of music with their 
ib eee ren. Words to children's Songs can be sent home. Then when 

ic 1s singing, the parents can refer to the song sheet and grasp 
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more clearly just what the child is singing about. Perhaps they can even 
sing along. In some parents’ meeting they may wish to sing some of the 
songs. Teachers can explain their purposes and demonstrate techniques 
for working with children. 

Parents may seek guidancé as to the type of record player records to 
buy. Teachers can be more helpful if they visit record shops and have an 
idea of what is available locally. Sometimes a teacher can guide the 
choice that is offered by conferring with the owner of the record shop. 
Public libraries have recordings to lend, just as they have books. Parents 
may need this information, as many will not be aware that records are 
available for children’s listening. 

It is important for children to have their own songbooks. This is true 
even though no one in the family plays an instrument. Because chil- 
dren’s songbooks are often beautifully illustrated, children can “read” 
their favorite songs by recognizing the pictures. Children will turn 
through the book and sing to themselves. Teachers can provide parents 
with names of appropriate songbooks. Some are available in libraries. 
Many families report having songfests with their children. Others say 
that bedtime singing sometimes takes the place of bedtime stories. — 

Teachers can watch for musical events in the community that families 
can attend to add to their enjoyment of music. Examples are a chil- 
dren’s theater musical or a symphony concert planned especially for 
children. The teacher can see that parents have this information, includ- 
ing information on admission charges. 

In some schools one traditional way of communicating with the home 
is to have the children present a program for the parents. However, cau- 
tion is advised! If the tradition seems harmful to the children, the 
teacher has a professional obligation to ask for changes in the format. 
The preparation for and the performance of the program should not be 
harmful in any way to even one child. No child should feel that he or 
she is being exhibited, left out, or embarrassed. The program should 
have educational benefit to children. 

The children and the teacher can plan a simple program. They can 
decide together what things they would like to share with the parents. 
The program should be short, only 10 to 15 minutes. It should never be 
rehearsed until no fun remains in the numbers. (Sadly enough, overre- 
hearsed programs are common at Christmas time.) No child should be 
allowed to star. This keeps competition from developing among chil- 
dren and parents. Memorized lines should be avoided. 

An acceptable program would be “a day in school,” for example, the 
singing and rhythm time as customarily carried on in the classroom. By 
seeing such a program, parents learn about the school’s goals and tech- 
niques. There is room for the children’s natural spontaneity to occur. 
The children will be at ease because the format is familiar. 
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Conclusion 


Music in the nursery school and kindergarten takes specific planning, 
just as is required by other parts of the curriculum. Planning is required 
if the children are to enjoy music, have another medium for expressing 
their thoughts and feelings, and lead richer lives because of their in- 
troduction to music. 

The children’s developmental levels and their previous experience are 
taken into consideration in the planning of music activities. 

Teachers without formal music training can provide a good music 
program if they make a special effort to overcome feelings of inade- 
quacy. They will seek variety in the materials they present. They will 
watch the children for cues and leads in order to appreciate their crea- 
tivity and adapt the program to their needs. Teachers will freely adapt 
material to suit the children. They will plan music for quiet and active 
moods. They will plan music to support the concepts that the children 
are developing, but the enjoyment of music will have priority. Teachers 


will involve the parents in the children’s music experiences whenever 
possible. 
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Record Suggestions 


The following are examples of records suitable for young children. Children 
should be allowed a range of responses. They may listen quietly or respond ac- 


Music participation records: 


Circus Comes to Town 

Jingle Bells and Other Songs for Winter Fun 
Little Gray Ponies 

My Playful Scarf 


My Playmate the Wind 
Rainy Day 


CREATIVE MUSIC ACTIVITIES 


Sunday in the Park 
Train to the Zoo 
What the Lighthouse Sees 


Music interpretation records: 


Hungarian Dance No. 1 by Brahms 

March of Toreadors by Bizet 

Sousa Marches : f 

Waltz of the Flowers and Dance of the Sugar Plum Fairy by Tchaikovsky 
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Field Trips 


and Special 
Visitors 


OUR FALL TRIP 


Once upon a time nineteen children went to the woods. It is called the 
Arboretum Park. We took the Sugar Bush Trail, or path, or road, We saw 
a squirrel. He was eating bread. 

We saw cows with long horns. We saw Prairie dogs and deer—rein- 
deer. 

We fed the racoon. They eat with their claws, They have a face that 
looks like a mask. 

We found two caterpillars. 

We jumped in a big pile of leaves under a tree. We made the pile. That 
was fun. 


We saw the ducks. We fed them bread. Did you see three swans? Ex- 
cept one of them was a white duck. 


We saw buffalo—two buffaloes, 
We ate some bread, peanut butter, and Koolaid. 
We came back to our school. We had fun. 


xpanding knowledge. 
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“Because a young child is a laboratory rather than a lecture student, 
teaching him is largely a matter of providing him with materials and ac- 
tivities in such a way that he can learn from his own experience and 
generalize in his own words,” writes Catherine Landreth, a noted spe- 
cialist in child development and in early childhood education.’ She 
means that children learn most by having opportunities to see for them- 
selves, to touch, to taste, to smell, to hear, and then to talk about their 
experiences. Their concepts are broadened through firsthand experi- 
ence. Field trips and the special visitors invited to the nursery school or 
kindergarten offer the children experiences that help them understand 
more fully the life going on around them, the books that are read to 
them, and the books they will later learn to read. Pictures, films, record- 
ings, poems, and songs will also have more meaning following firsthand 
experiences. 


Planning Field Trips? 


Considerations 


Five considerations are weighed by the teacher in the decision to use 
the field trip method for a group of young children. These consider- 
ations are: 1) the educational goals for the group; 2) the suitability of 
the available field trips; 3) the time required; 4) the costs involved; 


and 5) the dangers involved. 


Educational Goals 


Before the field trip educational goals should be well established. A 
field trip can be used to stimulate interest in a subject as well as to ex- 
tend information. It can also be fun and add variety to the school pro- 
Bram. Although the latter purposes are valued, most teachers would 
agree that the first two are the more important purposes of field trips. 

The teacher will have some tentative goals based upon knowledge of 
and experience with children of the age of those in the class. However, 
the teacher's decision on specific field trips must be made after a period 
of assessing the needs of a particular group of children. The teacher will 
Want to know: What experiences have they had previously at home and 
School? What questions are they asking? What interests them? What do 


"4 Catherine Landreth, Preschool Learning and Teaching (New York: Harper & Row, 
2), p. 161. 

? Acknowledgment is due Childhood Education for permission to reprint portions of 
my article “Trips for Preschoolers,” Childhood Education (May 1967), pp. 524—527. 
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they talk about? What books do they select? From such study the 
teacher can decide what information needs extending and what interests 
should be stimulated. 


Suitability of Available Field Trips 


Teachers will continuously survey their community for ideas for 
worthwhile field trips and special events. The interest and cooperation 
of the parents of the children should be enlisted in order to provide a 
tich curriculum. For example, one group visits the television studio 
because a child’s mother works there and helps arrange the visit. An- 
other group goes to the police station because a child’s father works 
there. Parents can assist on buses, drive cars, and act as guides. 

There will be differences among groups, so there is a fallacy in saying, 
“Kindergarteners always go to the fire station.” In some schools every 
child goes on every trip regardless of age or previous experience. Can 
this practice be justified? 


Attending nursery school may be a sufficiently new, strange, and 


Figure 14-1. Field trips are useful for enlarging children’s horizons—especially 
if trips are planned with care. (Texas Tech University Kindergarten) 


etie d m 
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stimulating adventure for three-year-olds. Teachers must determine 
whether it is best to delay field trips until the children are at ease in the 
school setting. A trip may undermine security just when the children are 
beginning to feel comfortable away from home. Tammy is an example. 
Usually a confident, happy three-year-old, she wondered, “Will my 
Daddy find me here?" during a walk less than a block from the nursery 
school. She verbalized a concern that many of the others may have felt. 
Field trips for first-year nursery school children should be simple and 
close to school. Teachers may explore the possibility of taking only a 


few of the children, leaving behind those who aren’t ready for outside 


experiences. Such a plan, of course, requires activities, helpers, and 


perhaps some explanations for those who remain. 
Field trips usually serve their purposes best for those late four-year- 


olds and kindergarten children who are confident with the teacher and 
in the school situation and are fully ready for broadening adventures. 
This age is ready for more things to look at, to talk about, to think 
about, and to use creatively in their schoolwork. 

Communities offer many more resources for field trips than teachers 
sometimes recognize. The following are listed because they are known 
to have been successful for some groups. The list is not exhaustive, and 

in their communities. 


teachers should use it to help them find resources 1 
There is no set list of experiences every child should have. Therefore the 


teacher should develop the curriculum that makes sense for a particular 
Broup at this time. 


Field Trip Suggestions 


Animals 

Hatchery 

Wildlife exhibit 

Bird sanctuary 

Aquarium 

Pets—in pet shop or in child's home 
Museum—animal and bird exhibits 


Farm—sheep, cattle, horses, pigs, 
turkeys, chickens 

County fair—animal exhibits 

Dairy at milking time 

Rodeo horses 

Ducks in pond 

Zoo 


People and Places 


Car wash 


Artist’s studio 3 
Children's houses 


Bakery 
Barbershop County-fair-style show 
Beauty shop Dairy bottling 


Department store windows 
Print shop 
Restaurant 


Bowling alley 
Musicians—band, orchestra, individ- 
ual instrumentalists, singers 


p "4 
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People and Places (continued) 


Health clinic 

Lunchroom kitchen 

Museum—old fashioned house, doll 
collection, Indian houses, histori- 
cal exhibits 

Science classroom 

School—kindergarten for nursery 
children, first grade for kindergar- 
ten children 

Office 

Post office 

Potter’s studio 

Puppet show 

Ice cream parlor 


Dormitory room 

Fire station 

Foreign student or family 
Garage mechanic 

Home economics classroom 
Ice skating rink 

Library 

Police station 

Swimming pool 
Teacher’s house 
Television studio 

Grocery 

Mother and baby 


Growing Things 


Botanical garden 

Christmas tree farm 

Flower garden 

Nature walks—four seasons 
Pumpkin farm 


Transportation and 
Airport 
Train ride 
Train station 
Exhibited train 
Model train 
Construction site 
Street repair 
Farm machinery show 


Other 


Museum—geology exhibit, 
Christmas trees, children’s art 
Science classroom—skeleton, insect 
collections, botanical collections 


Time Required 


The time required to plan and carr 


Orchard 
Park 
Woods 
Farm 


Machines 


Elevator 

Escalator 

Streetcar ride 

Car dealer's showroom 
Bus ride 
Museum—machine exhibit 
Museum—space exhibit 
Boat ride 


Planetarium 
Seashore 
Ecology walk—litter pickup 


y through the field trip should be 


considered from the standpoint of the children, the teachers, and other 
adults who may be requested to assist. Time is a valuable resource and 


should be used wisely. The teacher 


must ask, “Is the time required for 


this field trip the best use of everybody’s time?” 


FIELD TRIPS AND SPECIAL VISITORS 371 


Costs Involved 


Many field trips are free. Some may require admission fees. Transpor- 
tation is a cost even though it may be borne by a school district or by a 
number of parents who drive their private cars. A total cost should be 
calculated if there are numerous fees. Careful determination should be 
made as to whether the trip is the best use of the resources. For ex- 
ample, if a train trip is calculated to cost $100 for fifteen children, 


would this be the best use of $100? 


Dangers Involved 


There are added dangers associated with taking children away from 
school, whether by bus, by car, or on foot. No concerned teacher as- 
sumes the responsibility for a group of children without giving some 
thought to possible accidents. The school’s legal liability in case of ac- 
cident is one consideration. Liability insurance for private automobiles 
is another, However, insurance is a hollow consolation to a teacher if 
an accident does occur. Parents should feel that utmost care for chil- 
dren’s safety is planned. Trips that are planned haphazardly often do 


Not give safety sufficient attention. 


Preparation 


which if considered carefully should 


Five stages are outlined below, i 
ildren’s experience that the teacher 


assure the enrichment of the ch 
Seeks. These are 


The teacher's preparation. 
The children's preparation. 
The field trip. 

Follow-up activities. 
Posttrip activities. 


Cmm eis Ioan Ier ues 


These stages can be applied with modifications to special events brought 
Into the school by a visitor or the teacher. 


Teacher's Preparation . ; 
The teacher becomes fully informed about the subject of the trip that 


has been chosen. The teacher makes a trip there ahead of time to see 
Specifically what there is for the children to learn and what things may 
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have to be pointed out to the children because, as inexperienced obser- 
vers, they may miss important points unless helped in their observation. 
The teacher will plan for parking, note any hazards that might endanger 
the children's safety, and recruit additional adult helpers if needed. 

The teacher talks with the guide helping the person to appreciate the 
level of learning of the children. Many adults have little idea what will 
interest children. For example, at a bus station, when children were 
anxious to get aboard a bus, the guide tried to inform them how to get 
a refund on a ticket. Needless to say, the children’s attention wandered! 
A teacher can decide how to help the guide if he or she fails to show the 
things that are important, or if the talk is above the children's level. 
Having developed rapport prior to the actual event, it is easy to say, 
“Mr. Arthur, could we see those baby calves? I know the children 
would enjoy those." Or after a complicated explanation, one might say, 
“What Mr. Arthur means is that those calves get some special food to 
see how they will grow." 

Choosing the right day of the week for the trip is an important 
decision. Several things must be considered. First, what immediate prep- 
aration will the teacher give the children and how many days will that 
take? What kinds of follow-up activities are expected to result, e.g., dra- 
matic play, art activities, thythm responses, and science experiments? 
The teacher knows that through reliving the experience, the children 
work out some of their concepts, roles, and feelings. If plans call for a 
great deal of this type of follow-up, it is best to schedule the trip early in 
the week so that there will be maximum carry-over into the school ac- 
tivity. The amount of carry-over will be greatly reduced if a weekend in- 
tervenes, and will be almost nonexistent if a vacation follows the trip. 
For example, children play fire fighters for days after a trip to the fire 
station. They wear their self-made fire fighter’s hats and carry ladders 
on little red wagons, and put out fires in their “houses” made of pack- 
ing boxes and wooden planks. 

Where in the daily schedule is the best place for the trip? This is an 
important consideration. The date and time must be convenient for the 
host or owner of the Place to be visited. The teacher considers the 
energy demands of the trip on the children. An active trip such as a 
walk on the seashore or on a farm would logically follow a quiet in- 
terlude at school rather than a period of outdoor play. A trip to hear a 
harpist play and accompany the children’s singing logically follows a 
period of active play. Children’s bodies will then be ready for the be- 
havior that the situation demands. Active and quiet play have good bal- 
ance in a program that meets children’s needs. Some readjustment in the 
routine activities will be necessary to fit the trip into the schedule. 

The teacher plans for sufficient time for the total trip, including lee- 
way for any emergency. In addition, a bonus experience may occur on 
any trip. For example, on a walk to the museum a cement mixer was 
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observed dumping its load of cement. What a tragedy if the schedule 
would not permit even a little peek! 

An important part of the teacher’s preparation is to think through 
rules for walking and riding during field trips. Walking trips will come 
first, while the teacher is still learning about the group. One way is to 
appoint a pair of leaders and call them “engines” and “cabooses.” They 
should all practice certain signals so that the leaders will know when to 
stop and when to go. Learning that “red light” means stop is more fun 
than just having the teacher call “stop.” “Green light” permits them to 
proceed, Practice sessions can be held in the classroom before the trip. 
The meaning of traffic lights should be understood and practice sessions 
held in the classroom to help the children learn their meaning. 

When crossing streets, the teacher may ask the child who has been 
designated the "engine" to stop the "train" at some landmark they see 
on the other side. The teacher then remains in the middle of the street 
until all children have crossed. 

Transportation is often essential 
teachers can usually depend on bus 
real advantage. In other schools parents may 
children, Care must be taken not to overload a car, 
with safe driving. Only insured cars should be taken on trips. 

Thought should be given to deciding which children ride together. 
Two children who are noted for being hard to handle should be sepa- 
rated. When a parent is driving, his or her child should be allowed to 
ride in that car. It is essential to have an extra adult accompany each 
driver. The drivers should be given a list of the children who ride in 
their car and their phone numbers to use in any emergency. Also, the 
address and phone number of the destination, and detailed instructions 
for getting there should be written out for each driver. To depend on 
one car following another in city traffic with a car full of children is 
hazardous. Drivers can lose each other and may end up not knowing 
Where to go. 

Some schools require a signed permission slip from parents for each 
trip. These slips are often difficult for teachers to get returned because 
they are easily misplaced or forgotten. Other schools have parents sign 
a permission slip that covers all trips throughout the year. Such slips 
Can be taken care of during the child's enrollment. Teachers should also 
clarify with the school’s legal adviser, the problem of liability in case of 
accident. 

Teachers should inform parents of planned trips. Not only will 
Parents then be able to dress the child appropriately, but they can more 
intelligently supplement the teacher's goals if they don’t have to guess 
what is taking place. That is, parents can ask questions to draw out the 
child’s information and reactions to the trip, answer questions asked, 
and arrange family trips that further supplement the school’s efforts. 


for field trips. In public schools 
es with qualified drivers. This is a 
be asked to drive several 
thereby interfering 
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Children’s Preparation 

Preparing the children for the field trip is essential for maximum 
learning. Preparation for a field trip may cover several months, with the 
trip serving as a capstone, or in some cases the trip may appropriately 
be initiated after a few days’ discussion, with most of the learning to 
come after the event. 

Through pictures, stories, records, role playing, and discussions, the 
children can become aware of the details they can expect to find on field 
trips. A fire fighter expressed amazement at the vocabulary of a group 
of kindergarteners. If they didn't readily find a tool they asked the fire 
fighters where it was. They used the correct name. These children had 
learned about the fire fighter's tools during the week prior to the trip. 
Sometimes there are exceptions or differences in what the child sees in a 
picture book and what will be found on the trip. The teacher can warn 
the children of these exceptions ahead of time and help avoid disap- 
pointment. For example, new fire stations may not have the traditional 
fire house pole. This is a source of disappointment to children who are 
expecting it. 

Stories, songs, and poems may be used to help children learn about a 
subject they will be seeing on a field trip. The books by Ramona 
Emmons and Billy N. Pope in the Your World series make excellent 
resource material for both preparation and follow-up activities? 

Role playing helps children learn more about the trip. It will help 
them feel self-assured in a strange place. Prior to a train trip one group 
arranged chairs as they expected their train seats to be arranged. Young 
artists designed tickets and took turns being the conductor who 
punched their tickets. They talked about the difference between their 
trip of 15 miles and one they might take with their parents—luggage, 
sleeping on the train, costing more, and not returning for several days. 
Reassurance was necessary for a child or two who wondered when they 
were going to return. The children pretended to see the parents’ cars 
waiting at the station as the train pulled in. Their make-believe ride in- 
cluded what they were seeing from their train window. It made them 
better watchers as the real train rolled along a few days later. 


The Field Trip 


_ The day of the field trip finally arrives. All should be in readiness, 
including the enthusiasm of the children. Keep talk in a low key to 
avoid overstimulation. The teacher gathers the group around for a brief 


8 Ramona W. Emmons and Billy N. Pope, Your World, Series I through VII (Dallas: 
Taylor Publishing Co., 1966—1 969). 
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review of what they are going to see. Next, talk turns to how they are 
expected to behave—‘‘quiet in the museum” or "quiet in the egg-laying 
barn.” Perhaps they have to think about how quiet quiet is and why it 
IS necessary. 

Toileting cannot be forgotten when one is dealing with young chil- 
dren. After specifically reminding the children to go to the bathroom 
before leaving the building, the teacher will check on children who are 
known to have difficulties. Also, it is helpful if adults carry small pack- 
ages of tissues. Drinks, too, are another consideration. On warm days a 
Picnic jug of water and some paper cups are essential. A sack of cookies 
will add a festive air to the excursion. 

On walking trips the teacher makes assignments for “engines and 
cabooses” according to the practiced routine. When the children clamor 
for this responsibility, the teacher may keep a list to be sure to pass the 
favor around. T 

For trips by car the teacher makes car assignments by giving each 
driver a list of the children who will ride in his or her car. One must 
make it clear that the same children should always ride in the same car 
throughout the trip. The teacher discusses with the children the need to 
Sit down in the car, and tells the children in the presence of the drivers 
that if they stand Me the driver will stop the car beside the road until all 
are sitting down in. Seatbelts must be used. The children's safety has 

igh Priority. 
he teacher checks last minute details. Driver c 
Park and what to do until all arrive. Drivers are asked to act as guides 


for the children in their car, to ask questions of children that will help 
: o the children’s comments, and to 


ld be encouraged to be alert to 


s are advised where to 


"he children notice details, to listen t 
answer their questions. Each adult shou ) 1 
Children’s safety. Unless the teacher specifically requests it, outsiders 
May be hesitant to assume this helpful role. Occasionally the teacher 
may hold a briefing for the guides in order to better coordinate the trip. 
hen the group arrives, they wait for the guide who will show them 

the things they came to see. The children are given lots of time to look, 
nd details, and relate what they are seeing to what they have studied. 

*r a while the adults can point out things they feel the children have 
Ssed. A relaxed, nonrushing atmosphere is important. If unexpected 


shee Opportunities arise, the teacher s 
erve these too. ; ; 
he children should wear their name tags. Name tags aid assistants 
© do not know all of the children’s names. They could help police 

Should 4 child get lost. The children may be curious about this require- 

Ment, as was Billy. the oldest four-year-old in the class, who was sitting 

With three younger friends en route to a wooded park. “I wonder why 

© havete Wear our name tags at the arboretum,” he said, fingering his 


mi 
hould be happy to take time to 
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name tag. An adult said with a twinkle in her eye, “That’s so the ducks 
will know your name.” There was a moment of silence, then Billy 
laughed hilariously. “I think that’s the funniest thing I ever heard, that 
we're wearing our name tags so the ducks will know our names.” He 
continued to chuckle. The other children did not crack a smile. Billy, 
being more mature, recognized the humor that his younger friends 
missed. Of course, after the joke the adult stated the legitimate reasons. 


The Follow-up 


The follow-up occurs during the ensuing days and helps the children 
develop further in their learning. The children may use new concepts in 
the self-selected activity period. Science materials, blocks, books, pic- 
tures, dress-up clothes, records, and art materials may all be used. 
Sometimes the teacher brings out a new or stored piece of equipment to 
stimulate dramatic play. A steering wheel, for example, contributes to 
transportation themes. 

Creative art activities may result from the trip. After visiting the 
prairie dog town, Cindy drew her version of what she had seen. The 
mounds were as big as mountains, each topped with a family of the 
animals, just as they were seen. Between the mounds were trees—of the 
same height as the mounds, giving the observer an idea that Cindy 
found the mounds more important than the trees as she viewed the 
Scene. Making a fire fighter's hat, stringing an Indian necklace, or mod- 
eling a caveman's house from clay may result, depending on the stimu- 
lus from the trip. Freedom to use crayons, chalk, clay, and paints for in- 
terpreting the trip in the children's own way is important. 

The stimulation of language expression is a prime value of a field trip. 
Generalizing in one's own words from one's own experience promotes 
the child's learning. Every opportunity should be taken to encourage the 
children to talk about what they saw. Discussing what they saw, how 
they felt, and how it sounded and smelled is thoroughly enjoyed by the 
children and helps them remember. Frequently teachers are afraid of 
open discussion because they fear it will get too loud and out of hand. 
Having a few pet finger plays, songs, or poems in mind to use as atten- 
tion getters helps draw young talkers back to the fold. Verbal self 
expression is very important for all children, but especially for those 
children who haven’t had much to talk about before. Thus teachers 
should hesitate before squelching children’s language expressions. 

Written expression can result too. A dictated letter to the individual 
who so kindly permitted the visit is one type of expression. Making 4 
poem and dictating a story are others. The opening story in this chapter 


is an example of a story dictated b the chil les are 
offered in Chapter 11. i epe 
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Posttrip Activities 


Posttrip activities provide for the children’s continued learning after 
the original emphasis passes and the class goes on to other subjects. 
This step can continue from the time of the trip to the end of the year. 
The teacher can place a book on the library shelf or read a story that 
will cause the children to recall their trip. Or, a record may be played 
which reminds them. They like to reread their own story or letter of 
thanks. When these stories are sent home, the parents too can carry on 
Posttrip activities. Communication with parents enables them to add 
family experiences that build on the foundation the school initiates. 


Special Visitors Invited to the School 


Because of the complications surrounding field trips, it is often more 
desirable to bring special visitors to the children. The visitor should be 
One who can help extend the children’s information and stimulate their 
interest. The children should be carefully prepared for these events. 
Many of the steps suggested for field trips are applicable here. 


a special visitor helping the children learn 
ssing a child in a kimono that Japa- 
ichigan State University Laboratory 


Figure 14-2. This Japanese woman is 

Hi Out Japan by showing them dolls and dre 
ese children wear on special occasions. (M 
reschool) 
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Following is a list of some suggested special visitors who might be in- 
vited to the school: 


Mail carrier Clown Rock collector 
Police officer Artist Insect collector 
Highway patrol Santa Claus Mother and baby 
Musicians Storyteller Custodian 
Twirlers Magician Rope twirler 
Dancer Nurse Foreign visitor 


The daily schedule may have to be adjusted so that the children will 
be ready for the type of behavior the event requires. Some visitors can 
function well during the self-selected activity period. They can talk to 
small groups of children, letting them come and go from their discus- 
sion or exhibit. This works for visitors with musical instruments and for 
those with various collections. The children who are most interested 
will stay a long time; those with less interest will spend their time else- 
where. 

If the visitor will be working with the group as a whole, then special 
plans should be made so that the children are ready for the listening be- 
havior usually required. The teacher might want a period of vigorous 
outdoor play to precede the event, for example. Transition times should 
be given special thought. A visitor may cause overstimulation of the 
children. At the same time the teacher will be distracted by playing 
hostess to the guest. The situation is just right for chaos to develop. 

An assistant might be designated to meet the guest, special songs can 
be prepared to use in case of-delay, and activities can be planned that 
relax the children rather than add to their excitement. 

When the visitor is a child's parent, the child too should get to be in 
the limelight, introducing the parent, sitting close by, and helping in any 
way. The parent should know that giving his or her child this bit of rec- 
ognition is part of the plan. Otherwise the parent may be embarrassed 
at what seems to be quite possessive behavior on the child's part. Chil- 
dren definitely enjoy having their parent to show off and to show 
around. 

Visitors from various countries of the world enjoy the opportunity to 
talk with children in an early childhood center. Perhaps they have a 
native garment to wear or show, or songs, dances, food or stories 
to share with children. Occasionally a foreign student participates over 
a period of time until children realize how much like everyone else that 
person is. The bridge to the world community has been opened for 
children in such a group. A world globe is very helpful to aid in the dis- 
cussion with a foreign visitor. Teachers must study to become knowl- 
edgeable about the visitor’s culture. 


Visitors should be helped to understand the interests of the children. 
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For example, musicians welcome suggestions of songs the children 
know. Visitors like to know how much the teacher expects the children 
to become involved. For example, a ballet dancer can simply perform 
a dance, or lead the children in their own ballet, which, of course, 
makes the event much more meaningful for the children. The teacher 
should be alert to help, where needed, to be sure that the visitor has a 


Pleasant experience too. 


Figure 14-3. A veterinarian father brings the family pet to school and explains 
carefully how dogs need to be cared for. (Michigan State University Laboratory 
Preschool) 


Mi Ne At 
* iul 


Figure 14-4. A Vietnamese student leads the children in a Vietnamese children’s 
dance. (Texas Tech University Kindergarten) 


Special visitors also deserve children’s thank-you’s. The following is 


how one group said thanks to a young mother who brought her baby 
for them to see. 


Dear Mrs. Smith, 


Thank you for letting us see the baby. Thank you for telling us how he 


eats the cereal. Thank you for letting us see him eat his apple juice. Thank 
you for putting on the bib. 


Thank you for letting us see his toes, Thank you for letting us see his 
you for letting us see his shoes or his slip- 


hair—his little black fur. Thank 
pers—his bootsies! Thank you for coming. 
Please come again. Thank you. Thank you. Thank you. 


Love, 
The Kindergarten Kids 
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Conclusion 


Field trips and special visitors are appropriate methods to use with 
young children. In some instances children are better off remaining at 
school than being taken on field trips prematurely. 

For these methods to give maximum educational benefit, these con- 
Siderations should be weighed: the educational goals for the group, the 
Suitability of available field trips, the time required, the costs, and the 
dangers involved. Teachers should make adequate preparation, prepare 
the children, and consider details of the special event, the follow-up and 
the posttrip activities. 

The parent can make significant contributions to this aspect of the 
school program, through participating directly as a visitor with a special 
talent or exhibit or through helping as a guide during a field trip. 
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Food Experiences, 


Meals, 


and Snacks 


VW.. having jelly to- 


day,” sang the teacher while Passing out the food for snack. Robert, 
a sturdily built five-year-old, matched the song with his, *Oh, good, 


want any bread,” she said. The teac 
would like it then. Betty repeated, *I don’t want any bread.” 

Robert’s hearing acuity is good, 
the haste and skill he displayed in 
pieces of bread and jelly and pullin 

His snacktime friend asked him i 
He replied as he pointed to his o 
fear. I’ve got some right here." H 
his own sandwich and the sandwi 
scraggly crust after inspecting i 
jelly still adhering to it. 


Robert was a well nourished and Peppy five- 
enjoyed food. Betty was thin an 


years to come? 


Adequate Nutrition: Basic to 
Life and Learning 


Children learn more readily when the 
y. Th 


y are well fed rather than hun- 
ey also grow well onl 


y if they are well nourished.! A child's 


! For information on the effects of malnutritio i j 
g 1 n on brain development read, Malnutri- 
1970) um Development, by Myron Winick, (New York: Oxford University Press, 
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body is his or her closest environment for a whole lifetime. Without 
proper nutrition it will function inadequately. Statistics show increasing 
incidence of dental caries and other food-related problems in young 
children. 


A Child’s Nutrition: Whose 
Responsibility? 


Parents have the primary responsibility for the kind and quantity of 
food available to their children. When children are placed in child-care 
and other early childhood centers the staff assumes a portion of the 
parents’ responsibility. (Quality of food is written into regulations of 
child-care facilities.) Homes and child-care facilities keep a given supply 
of food on hand and young children cannot secure more or other foods 
except those supplied. Children at the preprimary age are not responsi- 
ble for their food supply and are not able to be responsible for the qual- 
ity of their nutrition. 

As children mature they begin to exercise some autonomy in the 
choices they make within the existing food supply. They may refuse cer- 
tain foods and request others. Children reach this stage just when their 
growth rate is slowing down. Parents may worry, and often make 
Serious efforts to get children to eat. Food advertisers, particularly on 
television, capitalize on parents’ insecurity. For example, young children 
are believed by advertisers to be influential in getting their parents to 
buy certain foods. Certainly the firms believe advertising pays off. At 
re no equally higheprestige or action-packed ads 
extolling the virtues of milk, meat, eggs, fruits, or vegetables. Perhaps 
teachers and parents need to mount a “hard sell” campaign for nutri- 
tious foods. It would pay off handsomely if the outcome is healthier 
human beings. 

One important avenue 


the same time, there a 


for influencing children’s nutritional status is 
to work with their parents. Some suggestions are found in Chapter 17. 
The present chapter focuses on ways that teachers of young children 
Can initiate learning regarding food and nutrition, and work toward the 
Ong range goal of having children select nutritionally balanced diets in- 
dependently. Note the goal statement carefully. In the early years, if 
Parents and teachers are doing their jobs adequately, the child has only 
Nutritious foods from which to choose. The child begins to have oppor- 
tunities to make food selections from among all sorts of choices during 
the school-age years and beyond. If habits of choosing nutritious foods 
are developed early the chances of sustaining those habits later are 
Breater. Teachers and parents need to realize that choice of food often 
depends on social or peer pressure and practice as well as on rational 
Nutritional information, especially during school-age years. 


Figure 15-1, Tasting new foods 
(Michigan State University Lab 


is a goal of many early childhood food projects. 
Oratory Preschool) 


Opportunities for Food and 
Nutrition Education 


urages children to eat and to look for- 
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ward to mealtime. Meals and snacks are essential for refueling and 
maintaining children’s bodies. Children also rest as they eat, which is 
important. 

Food and cooking experiences provided within the curriculum have 
been encouraged because of the children’s high interest level. They 
enjoy helping with food preparation, eating foods, and talking about 
food. Children’s curiosity and interest in school may be stimulated 
through food experiences when other activities fail. Parents report hear- 
ing more about the food and cooking projects than about many other 
school activities. The cognitive or mental learning that occurs during 
food activities has been emphasized, especially contribution to vocabu- 
lary and concept building. Such concepts as classification by color, size, 
texture, or source—whether animal or plant are developed, and infor- 
mation such as whether it is the seed, root, stem, or flower that is eaten 
Is acquired. 

In most food experiences nutritional information is overlooked. Per- 
haps most teachers assume that if food experiences are provided, chil- 
dren will automatically learn a few nutrition concepts. It seems likely 
that this assumption is in error. ; 

The intent of this chapter is to encourage teachers to exploit every 
food experience for its contribution to nutrition education. Teachers, 
with prestige among children and parents, can state their high regard 
for the nutritional qualities of milk, meat, cereals, vegetables, and fruits 
and get their message across to children as effectively as TV ad 


Writers—if they try. 


money to buy their snack, thus expand- 
Kansas State University Child Develop- 


Figure 15-2. These children used play 
Ing their restaurant play and learning. ( 
ment Laboratory) 
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Guides for Food and Nutrition 
Program Planning 


Five major guides for planning food and nutrition experiences for 
young children in early childhood centers are to personalize, simplify, 


dramatize, regularize, and mobilize. Details of these guides will now be 
discussed. 


Personalize 


The teacher makes the subjects of food and nutrition come alive for 
each child personally. Remember it is individual nutrition that counts. 


1. Through questioning and observation, the teacher finds out how ad- 
vanced children are in their knowledge of foods and nutrition. What 
are the sources of foods that the children know? Meal or snacktime 
is a good time for informal discussion. The consequences of eating 
or not eating certain foods can also be discussed. For example, one 
child, Cindy, reported to her kindergarten teacher that, *My dentist 
told me to never never drink any more pop or my teeth would all 
drop out." 

2. The teacher, through observing, and talking with parents, learns the 
typical foods eaten by each child. Any ethnic groups with differing 
food patterns should be noted. Capitalizing on these food variations 
while planning specific projects may be a useful approach. 

3. The teacher should find out if any families make their livings in fish- 
ing, farming, food processing, or the grocery or restaurant business. 
With this information, those families" children can be recognized as 
"authorities" or resource persons: the teacher may also be able to in- 
volve these parents as hosts for a field trip or in some school activity. 

4. The teacher should weigh and measure the children and record the 
figures. A chart can be made for recording their growth during the 
year. With data from parents, the chart could begin with birth. 
When adding to the chart from time to time, the teacher could tell 
the children that nutritious food helps them grow and stay healthy. 

5. The children may bring pictures of favorite foods from home or find 
them in the School's magazine collection. The teacher could help 
them make a poster illustrating the basic food groups. 

6. The teacher could have children Play a game called “I tasted some- 


thing new, its name Was— — — —, it tasted like— — — —.** 
7. Parents can be invited 


Project. Having one's 


Pictures or lectures. It is better to 


|p--— 
Figure 15-3. Experience pouring one's own juice and learning when to stop 
pouring is provided at snack- and mealtime. (Michigan State University Labora- 
tory Preschool) - 


with real food than it is to have many experiences with pictures, mod- 
els, or mimeographed pages to color in. The opportunity to see, touch, 
taste, smell—yes, and even to hear some foods, makes lasting impres- 
sions on children. Remember that young children are here-and-now 
learners. (Review Chapter 8 for learning stages.) In the course of 
planned and incidental experiences the teacher can ask 


What do you see? (color, shape, size, kind) 

How does it smell? (strong, spicy, fragrant, repulsive) 

How does it feel? (rough, smooth, slimy, hot, cold) 

How does it sound? (loud, soft, cracklely, crunchy) 

How does it taste? (sweet, sour, salty, spicy, bitter) 

Children should never be asked to taste food while blindfolded. In the 
first place, young children dislike blindfolds and many refuse to partici- 


Pate when they see blindfolds are called for. More importantly, parents 
and society want children instinctively and rationally to refuse to taste 
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Or eat any item unless they think about it and their senses tell them Be 
the item is harmless, or good for them. For this reason a blind tasting o 
items that are not known or seen to come out of an appropriate eil 
tainer is poor educational strategy. Caution is always the way of the 
wise. Most adults would refuse to play some of the food guessing games 
children are asked to play. Many children have been harmed fatally si 
tasting a substance out of curiosity. Precautionary instincts should be 
encouraged in early childhood programs. 


Simplify " hae 
Simplifying food and nutrition concepts to meet the cognitive level o 
young children is essential and challenging. Young children have been 


Fruit- Vegetable Group Bread-Cereal Group 


4 or more servings. 

Include: A citrus fruit or other 
fruit or vegetable important for 
vitamin C. A dark reen or dee 3 
yellow vegetable er vitamin A E Milk Group 
least every other day. Other 
vegetables and fruits including 


4 or more servings. 
Whole grain, enriched, or 
restored. 


Some milk for everyone. 
4 or more cups for teenagers. 


potatoes. 2 or more cups for adults. 
3 or more cups for children. 
Meat. Group Other dairy products. 
2 or more servings. Other Foods 


Beef, veal, pork, lamb, poultry, 
fish, eggs. As alternates: dry 
beans, dry peas, nuts. 


As needed to complete meals and 
to provide additional food 
energy and other food values. 
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A Pe Sh bd bd EB dd 


Figure 15-4, A teacher relating to children around her at snacktime, listening to 
their conversation, and encouraging them to relate the events of the morning. 
(San Antonio College Child Development Laboratory) 


for school-agers which will be useful if simplified for younger chil- 
dren.2 

After labeling the chalk board with the four food groups by taping 
representative pictures above four columns the cook, dietitian, or 
teacher, with the cooperation of the children, can plan a week's menus 
for meals or snacks in the center. Children can help classify the foods 
and help make a “balanced” menu. A picture menu poster can be ar- 
ranged for the classroom using cutout foods. The foods may be dis- 
Cussed as they are eaten the following week. 

As children eat the foods the teachers can help them verbalize state- 
ments as they eat; for example, “Meat is good for me, it helps me grow 
blood and muscle.” “Apples are good for me, they are nice and crunchy 
for my teeth.” “Eggs help my muscles and blood grow." “Vegetables 
give me energy to run and play.” “Carrots are good for me, they make 


my eyes bright.” 
? A useful booklet, Fun with Good Foods was developed by the U.S. Department of 


Briculture's Food and Nutrition Service. It is available from the Government Printing 
Office, Washington, D.C. 20402. 


390 THE CURRICULUM OF THE NURSERY SCHOOL AND KINDERGARTEN 


Children can feel their own muscles and bones to help in under- 
standing those concepts. They can generalize that it will take lots of 
food to grow taller. Usually children like to talk about when they’ve 
seen blood, and how it looked on that occasion. They can be told that 
“Eating meat helps us grow more blood.” After setting up a mirror and 
giving children apple slices they can talk about their teeth and jaws and 
how they move when they chew firm foods like apples. Of course, good 
chewing is essential to good nutrition. After such tasting it is interesting 
to see the pictures children draw of themselves. 


Dramatize 


group, the children can 
tling or ice cream and cheese making. 


To dramatize, the teacher and children can decorate the classroom 
with pictures of foods, gardens, farms, restaurants, or supermarkets, 
depending on the current focus. Books can be made available for indi- 
vidual and group reading. Songs, fingerplays, and poems can be taught. 

Children can play supermarket if supplied with cartons or cans from 
foods. They can sort out the “good-for-you-foods” and the “not-good- 
for you-foods.” Food related dramatic play concerning farming, fishing, 


gardening, restaurant and housekeeping can be carried on in either the 
classroom or play yard. 


For older chi 


ages. One rat received the food from 
: > fruit, bread, meat, and milk 
eceived a coke and candy diet. After three weeks the 
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Figure 15-5. Food preparation may start with a nutrition lesson about carrots 
and a taste that is “good for your eyes.” (University of Hawaii Laboratory 
School) 


children could readily see that “Whitey,” who had been fed the coke 
and candy diet was smaller, had rough hair, and was quarrelsome. The 
rats were weighed each week and a chart was made to show their gains 
in weight. These kindergarteners perceived the effects of feeding only 
coke and candy to a rat. “Poor Whitey, he needs some good food,” they 
concluded. How well did they relate the experiment to themselves? 
Though they were often told that if they ate only coke and candy they’d 
Stay small, the children’s ability to relate the nutrition of rats to them- 
selves was disappointing at the close of the experiment. Later on they 
recalled having had the rats at school, but their ability to relate well the 
Outcome of the experiment to themselves was still lacking. Perhaps ad- 
ditional effort could overcome this difficulty. 


Regularize . 

Food and cooking projects can become a regular part of the curricu- 
um, occurring once or twice a week in some groups. Every day the 
children have a nutrition break (snack), and that may be the only em- 
Phasis on food on certain days. On some days the emphasis may be ex- 
tensive, with one or more food related activities being planned. 

Food activities can seldom constitute the whole program. Like any 
800d thing they can be overdone. In one group one child demanded on 
the fifth day of a study about apples, “Do we have to talk about apples 
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again today?" Apparently the study of apples was interfering with the 
child's other strong interests. Such reactions may occur when teachers 
talk too much rather than begin an action project. The cumulative plan 
which was described in Chapter 8 is very effective in planning for food 
and nutrition education. Advocating emphasis throughout the year, the 


cumulative plan helps children build their concepts and experiences 
little by little. 


Mobilize 


The teacher will mobilize available resources—human and non- 
human—to get food and nutrition concepts across to children. Actually, 
the first resource is the teacher who becomes informed and serves as a 
model with the kind of food habits she or he wishes children to develop. 
The teacher has tremendous influence on the children in the class, be- 
cause children want to be like the teacher. If a positive approach is used 
when talking about nutritious food, children will be enthusiastic about 


can help by trying out at home 
foods that are prepared at school. A class newsletter with recipes aids in 


Parents may also be invited to 
try; for instance, Danish pastry 


te to the class if teachers invite 
m personal support and guidance while they make 
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home. In public schools having lunchrooms or home economics 
classrooms, teachers often can use school equipment. Lacking cooking 
facilities, children's parents can be enlisted to take food home to bake 
after it is mixed by the children. Numerous possibilities exist. Each 
teacher explores the options and makes the arrangements to provide op- 
portunities for the children to explore the world of food. 

The teacher and the assistants discuss their roles during the cooking 
project. For example, will the assistants help with the food? Or will 
they carry on other activities? If so, which ones? If it is necessary to take 
food or children outside the room, who is to go? Will each child's prod- 
uct be labeled, or will it be placed in a common pan? What if a child 
wants to put the product in the locker or take it home? Who cleans up 


after the project? 


center, then tasting it, adds to 
aho Child Development Labo- 


Figure 15-6. Cutting an apple and examining its 
children's scientific knowledge. (University of ld 
ratory) 
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Goals for Children's Experiences 
with Food 


By providing experiences with food the teacher helps young children 
learn that: 


1. Children need foods for the Basic Four food groups in order to 
grow, run, and learn. 


2. It is fun and interesting to try new foods. 

3. Foods have names, physical characteristics, and flavors. 

^. Plants and animals grown on farms or livin 
mary sources of food. 

5. The supermarket supplies some food products that are ready to eat 
and others that are ready to prepare. 

6. Preparation of food includes such 
freezing, beating, and grinding. 

7. Cooking tools, equipment, and processes have names. 

8. The scientific method of observing, relating, interpreting and gener- 
alizing can be related to food. 

- Safety and cleanliness are important in the kitchen. 

10. Both men and women like to cook and eat. 


As specific food projects are now describi 
as guides for developing details regarding 


g in the water are pri- 


processes as heating, cooling, 


ed the above goals will serve 
each project. 


Learning the Sources of Foods 


Because families today buy so ma 
adults almost forget how a food is 
Primary state. The chance to 


ny foods already prepared, even 
Brown or how it appears in its 
plant, care for, pick, clean, cook, and then 
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eat a food crop is experienced by fewer and fewer people as the society 
becomes more and more urban. A garden helps children understand 
that some food is first a growing plant. Occasionally a window box can 
be used for growing plants. 

If it is not feasible to grow the plants (and teachers could never grow 
all of them), it may be possible to visit gardens and farms to see plants 
growing. Teachers can ask local citizens or at a farmer’s market for 
suggestions of local primary sources. The children might go to see such 
crops as wheat, corn, potatoes, fruit, pumpkins, or beans. Sometimes 
they may be allowed to pick a sample to take back to school. 

A trip to the milking parlor of a dairy will help the children learn the 
source of their most common food—milk. A trip to the bottling and ice 
cream plant will add further to their information. 

Because commercial egg producers generally won’t admit visitors to 
egg-laying pens (because they excite the hens, so that they may stop lay- 
ing), children may never see a hen lay an egg. A student teacher was 
telling the children that hens lay eggs, when one inquisitive child 
wanted to know, “How does the egg get out?” The student hadn't an- 
ticipated this question and was searching for a way to explain it when a 
knowledgeable five-year-old saved the day. The boy squatted henlike, 
then jumped around and squawked! It was real enough for everybody, 
and the discussion continued. 

Pictures may be the only resource for teaching the primary source of 
many foods. Care should be taken to secure accurate information. One 
teacher was heard talking about pineapples growing on trees—certainly 


an incorrect thing for children to learn. 
It is not easy for a child to understand how a cute little squealy pig 


relates to the breakfast bacon. Some children like animals so much that 
they really don’t want to think about killing them to eat. Even a college 
student said, “How could you kill a chicken that you had known per- 
sonally?” The children can be told the sources of meat, but the teacher 
need not speak of the butchering process unless the children ask. If 


asked, give a factual answer. 
Many interesting food-related experiences can develop around the 


ocean and lakes with regard to the fish we eat. Children often like to 
talk about and play at going fishing. 


Learning to Taste Fresh Foods 


Many foods children eat are canned, bottled, or frozen. Teachers can 
look for ways to show children food in its fresh state. 

Trays of fresh food can be arranged so that the children will taste 
various foods. Vegetables or fruits can be diced and the children can 
serve themselves with toothpicks. An example of the whole food should 
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be reserved so that the children can relate physical d 
shape, size, and weight—to flavor and internal characteristics as they 
eat. Avoid introducing too many new items in one project. It confuses 
children. Repeat the project with new foods to taste. y : 
Orange juice is a familiar food. However, many families buy it frozen 
or canned. Squeezing their own oranges and drinking the juice will 
delight children. Allow 1 orange per child. Have several squeezers. 
Allow children to drink the juice as soon as it is squeezed. Have them 
talk about the taste, color, and consistency. Tell the children “Juice is 
good for your skin and gums.” Lemons can be squeezed for lemonade. 
Fruits such as apple, grape, and cherry are sometimes heated to extract 


the juice. The children can help with this process too if reasonable 
precautions are taken with the hot liquids. 


Children will enjoy cutting apples, 
peppers, and cucumbers for their sn 
teacher should remember to dip app 
citrus juices or in a solution made 
freezer supply section of the grocer 
syrup. Fruits can be served alone or 
cream cheese or peanut butter is pop 


bananas, celery, carrots, tomatoes, 
ack. To prevent discoloration, the 
les, bananas, pears, and peaches in 
of ascorbic acid (available in the 
y store) mixed in a little water or 


in a fruit cup. Celery stuffed with 
ular. 


Learning How the Consi 


stency of 
Foods Change 


The children learn that throu 
heating, cooling, freezing, 
eat. Children can observe 


gh various processes in the kitchen— 
grinding, beating—the food is made ready to 
some of the changes that take place. 


Peanut Butter 


n a cold day, The 


: children will conclude that “‘it’s 
cold as a refrigerator outdoors," 
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Ice Cream 

Making homemade ice cream teaches children that ice cream really 
does contain all the good foods that their parents say it does. They can 
actually see the milk, eggs, sugar and flavoring go into the ice cream as 
it is being made. Either an electric or a hand-turned freezer can be 
used—and the children will help! The proof is in the eating. M-m-m! 
Good! For a variation, one group brought in snow to use in place of the 
ice. 


Butter 

Making butter gives the children yet another chance to see a change 
take place before their eyes. Use a pint of whipping cream for fifteen to 
eighteen children. Pour one cup of whipping cream into each of two 


quart jars and tighten the lids. The children pass the jars around the 


table, shaking and counting off five shakes per child. The cream first 
obules of butter. 


whips, then begins to separate, giving buttermilk and gl 
When sufficiently churned, the butter collects (“gathers”) together. The 
buttermilk can be poured into small paper cups so that everyone can 
have a taste. The butter can be served on individual serving plates. Give 
the child a small plastic knife and watch as the butter goes on the 
crackers, Even children who say they hate butter will like both butter 
and buttermilk if it is presented to them with “Let’s see how it tastes," 
instead of *Who wants some buttermilk?” or “Would you like some 
buttermilk?" Because whipping cream is sweet, the buttermilk tastes 


only slightly different from other milk. 


Apples 

Apples can be cooked into apple sauce. The children will observe the 
changing of the hard apples into the mushy sauce and the effect of sugar 
on the tart apple. Leaving the skin on the apple makes it easier for the 
children to do more of the project. Allow one apple per child..It is con- 
venient to use the special apple cutter that cuts the apple in eight sec- 
tions and cores it all in one operation. The children can accomplish this 
Operation with a minimum of help. If cooking takes place in the room, 
the tantalizing aroma will attract other cooks. Stir the cooked apples, 
and add sugar and a bit of cinnamon. Serve for snack. The children will 


surely go home and ask to repeat this project! 


Pop Corn 
en. The addition of heat to corn makes 


Popcorn is a favorite of childr 
Such an aromatic odor that people in other parts of the building will 


drop in to the classroom. An electric popper or skillet is handy for this 
project. Follow the usual safety precautions. 


N 
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Figure 15-7, Helping mix s 
Pronounce them "good." 
tory) 


the children will certainly 
hild Development Labora- 


crambled eggs for snack, 
* (Kansas State University C 


Togresses. Serve for snack or lunch. Ar- 
Tange timing to serve warm. 


Breads 

Breads of man 
learn more if th 
from mixes, A, 


Y varieties can be mad 
€y are made from * 
ctually breads hay 


€ in the classroom. The children 
“scratch” than when they are made 
e few ingredients, Recipes can be 
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posted near the cooking table. What could be more fun than mixing, 
cooking, then eating your very own pancake? Pancakes can be served 
with jelly or powdered sugar. Biscuits, muffins, tortillas, and banana 
bread are other suggestions. Yeast bread can be made, but the project 
may require two days. 


Baked Goods 


Cookies, cakes, and gingerbread can be made with various mixes. 
However, mixes simplify the process so much that understanding of the 
total ingredients required is reduced. Cookies and cakes may be made 
for a special day. Sometimes at the close of school a group makes a 
birthday cake for all the children who have summer birthdays. The 
group sings "Happy Birthday” to each child! 

Directions follow for making special sugar cookies in the classroom. 
By noting the concern for details in this outline, the teacher may be 


helped with planning other projects. 


MAKING SUGAR COOKIES WITH YOUNG 
C 


HILDREN? 


1. Use a sugar cookie recipe suitable for rolled cookies. Add a little 
more flour than is needed if an adult were going to roll them. A recipe will 
make fewer cookies than the recipe states because the children will not 
roll them very thin. ol 

2. The.children can help put the ingredients together. Mixing may be 
done the day before the cookies are baked, or the teacher can have the 
cookie dough ready when the children arrive. The time element will be 
the deciding factor. The rolling, cutting, and baking is usually enough for 
a half-day group to do. 

3. Divide decia into balls—enough for each child to make three or 
four cookies. Make a few extras in case of an accident. m 

4. Have the supplies on a tray—several rolling pins, flour, sifter, spat- 
ulas, cookie cutters, colored sugars, raisins, and plenty of cookie sheets. 

5. Use a low table so that the children can stand to work. Cover the 
table with clean tea towels. Pull them tight and tack the edges or secure 
them with masking tape. Sift flour on the area where each child will roll 


the dough. 

6. Be sure the child washe 
Supervise the hand washing, 
handling. 

7. The children will be inclined 


so tell them, “Let the rolling pin do ) 
behind each child, helping each barely press the rolling pin down. 


s his or her hands just before coming to help. 
or hands may not be clean enough for food 


to push down hard on the rolling pin, 
the work." You may have to stand 


3? Acknowledgment is due The Progressive Farmer for permission to reprint parts of an 
article by the author, “A Cookie Making Party” (February 1964), p. 106. 
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8. When the dough is rolled enough to cut, be ready with this state- 
ment, “Let me tell you a cook’s secret.” Then show each how to fit sev- 
eral cookie cutters on the dough before cutting any. Children are inclined 
to cut one cookie out of the middle, and then have to reroll the dough. 
Help the child place the cookies on a greased cookie sheet. 

9. The cookie decorator’s table is set up nearby. It is another low table 
and should be covered with Paper or a cloth for catching the sugar. The 
children can sit to decorate cookies. Colored sugar is provided in shakers. 
Raisins and red hots are also popular. The children spend a long time 
here getting just the right effect. When a child adds so much sugar that it 


might burn and stick to the pan, the cookies may need to be transferred 
to a fresh baking sheet. 


10. One adult is required to su 
cookies is ready. Set a timer becau 
peeking in the oven, so let them take turns as cookie watchers, 

11. It is generally best to avoid keeping track of which cookie is 


whose. Some get broken, or burned, so if they are mixed up no one is 
disappointed with the finished product. 


12. Of course, the proof of a cookie is in t 


children are through rolling their cookies and s 
the oven, it is time to brin 


eating their own cookies. 


Pervise the oven as soon as a pan of 
se cookies bake quickly. Children enjoy 


he eating. As soon as the 
ufficient cookies are out of 
g out the milk for the pleasurable moment of 


Figure 15-8. Decorating cookies 


is a favorite activity and is being done here 
with great care. (Texas Tech University Kindergarten) £ 


Figure 15-9. A make believe pizza shop inspires this child to decorate her pizza 
with numerous “goodies” provided. (Michigan State University Spartan Nur- 
sery School) 


Main Dishes 
Main dishes for the lunch menu or a more substantial snack can also 


be made by children. Try canned soups, cheese sandwiches, tuna sand- 
Wiches or cinnamon toast. 
No child will pass up a vegetable soup after helping cook the soup 
bone one day, chopping the vegetables the next, and watching “our 
soup” simmer to completion the next. By that time everyone will liter- 
ally have had a finger in the soup and surely will pronounce it “good.” 
Some teachers like to call the soup “stone soup” and relate the old 
children’s story to this experience. ? 
Hamburgers, broiled hot dog bits, or pizza can be made. An electric 
skillet with temperature control is safest for hamburgers. The children 
can cut the hot dogs and watch with the teacher as they broil. The 
children can make pizzas by patting out canned biscuits and covering 
ids with mildly seasoned pizza sauce and cheese. The pizzas are then 
aked. 


Jelly 
Children can help make jellies using the noncooked method. The rec- 
on the pectin box. Sugar is stirred into 


ipe for “freezer jelly" is found 
fresh, canned, or reconstituted frozen juice. The pectin is boiled for one 


minute with three-fourths cup of water and then added to the juice and 
Sugar. The jelly sets in a day or so. Children delight in using their 


401 
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“own” jelly and in spreading their own sandwiches with plastic picnic 
knives. It is a messy job, so teachers should prepare the table with a 
clean sheet of wrapping paper. Children will get jelly from ear to ear 
too, so a wash-up must follow the snack period. The recipe makes 
enough jelly for several sandwiches for a class of fifteen. 


Additional Ideas 


When planning a food experience for children, the teacher thinks first 
of the goals started earlier. Which ones can be achieved through the 
project? Experiences may be selected on the basis of the Basic Four food 
groups, giving children first hand information on a food or two from 
each group. Foods with high sugar and fat content are avoided. Most 
American children eat excess amounts of sweets, Deep-fat fried foods 
are extremely dangerous to make with young children due to the very 


high temperature of the oil. Fried foods are difficult for children to 
digest and, therefore, are to be avoided. 


Figure 15-10. Guiding the child’s h 
children. (Metropolitan State Colle; 


and while filling the cupcake is helpful to 
ge) 
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All needed ingredients and utensils should be organized. A picture 
recipe can be posted for children to “read.” When doing a new project 
the teacher is wise who tries it out first at home and notes possible 
problems that may occur as the children do it. 

Allow children to eat their food products as soon after preparing 
them as possible for most effective learning. In serving foods to chil- 
dren, one should remember that children like mild-flavored and mild- 
temperatured foods best. They typically let their soup get cool and their 
ice cream get mushy. 

As the children eat their food products, the teacher should remember 
to discuss the food. Naming, labeling, and restating the procedures used 
will help children remember. Helping them think of adjectives to de- 
scribe the appearance and the taste of the foods adds to their vocabu- 
lary. Review the food group the food belongs to. Reminding them to 
tell their parents about the project further strengthens their learning and 
helps tie the home and the school together. . 

Children learn safety concepts along with other concepts during 
cooking projects. It is best to choose cooking projects that offer a mini- 
mum of danger to the children. Nearly any project requiring heat or the 
use of knives requires adult supervision at all times. Locate electric 
cords out of traffic lanes so that the children won't trip over them. 
Foods just out of the oven or just off the stove are extremely hot. Care 
must be taken that the children are not burned. Provide a cutting board 
for each child and reasonably sharp knives. Take time to show the 
children safety measures in cutting and handing tools to each other. 


Mealtime in the School for 
Young Children 


oom is often a revelation to parents, espe- 
cially if they can observe out of sight of their child. Parents make com- 
ments like the following: “He eats so well!” “I didn t know he could 
Pour milk!” “Doesn’t J.D., ask you to feed him? The child may eat 
quite differently in a group of children and when guided by a skilled 
teacher. 

When children are old enou 


A visit to a school lunchr 


gh for nursery school, they may have 
recently entered an eating stage that frustrates their parents. The infant 
Brows rapidly, so food consumption is high. At age three the growth 
curve has leveled out and food needs are reduced.* About this same 
time children reach a stage where they want to assert their indepen- 
dence. They say “No” frequently and may refuse to eat foods they have 


*Thelma Waylor and Rose S. Klein, Applied Nutrition (New York: Macmillan Pub- 


lishing Co., 1965), p. 257. 
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been eating all along. Parents with a child of this age may get into the 
habit of bribing, cajoling, threatening, then finally feeding the child, just 
to get some food eaten. When entering nursery school, child-care, or 
kindergarten, a child brings along home experience with food. 


Goals for Mealtime 


During mealtime the teacher wants the child: 
1. To eat a well-balanced diet. 
2. To enjoy mealtime. 


3. To taste and ultimately enjoy eating a wide variety of food. 
4. To learn to eat independently. 


5. To sit at the table and develop acceptable table manners. 


y the nutritionist. Each food, includ- 
€ a contribution to the child’s essen- 


hat the children will need time to be- 
come accustomed to the school food. 


Food can be Pretty as well as tasty. Plan variety in the color, texture, 
and shape of food. Tables and service should be orderly and attractive. 
Family style is the usual method of Serving, with each table of five or six 


ant, satisfying, and relaxing for both chi 
should be seated on comfortable 
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can be imitated by more dependent children. A seating arrangement 
that allows teachers to relax and get some nourishment too is impor- 
tant, because they may be required to spend several more hours that 
day being responsive to children’s needs. 

Breakfast is served to children who arrive early in child care centers, 
in Head Start groups, and in many kindergartens since the new federal 
nutrition program has been instituted. 

Some children may want to eat immediately on arrival, whereas 
others may prefer to play awhile and then have their breakfast. Break- 
fast is usually more informal than lunch. One teacher takes care of the 
eaters, and another supervises those who are playing. 

Most teachers feel that when children have a quiet time just prior to 
lunch, they eat better. Children can do their toileting and washing and 
then gather around the teacher for quiet stories and songs. The period 
should not be rushed. It is not the best time to demand the most respon- 
sible behavior, because the children who are tired and hungry are more 
Prone to anger. When conflicts are common, teachers may wish to 
Schedule lunch somewhat earlier, provide a more substantial midmorn- 
ing snack, or plan a less taxing morning program. : 

An orderly transition to the lunch tables from the story circle helps 
retain the quiet atmosphere. The teacher can say, “Children who sit 
with Mrs. D, creep like little hungry mice to your lunch table. 

The teacher serves the food, adjusting the amount to an estimation of 
each child’s appetite for a certain food. Many foods will be served in 
teaspoon-sized servings, especially foods that are new or less popular. 
The teacher assumes that each child will taste the food. When the 
teacher knows the child well, it is possible to more accurately gauge the 
Portions, and a “clean plate" will occur more often. Enjoyment of food 
is more important than a clean plate. “There are three peak periods for 
the development of obesity in children: late infancy, early childhood, 
around six, and adolescence,” according to nutrition researchers. Obe- 
sity interferes with both health and psychological functipning. 6 
Teachers and parents are cautioned by nutritionists about requiring a 
clean plate, as that may mean urging the child to overeat. 

The teacher’s small servings permit the child to ask for seconds and 
to serve her or himself. Children enjoy this measure of independence. 
When they want more milk, the teacher will pour the amount appropri- 
ate for the glass in a small pitcher and permit the child to pour her or 
his own milk. If the small pitcher contains more than a glassful, the 
Child may run it over. Children will drink numerous servings when they 


get to do the replenishing. 


5 Catherine Landreth, Early Childhood: Behavior and Learning (New York: Knopf, 


1967), p. 142. 


Myron Winick, *Childhoo 
9-10 


d Obesity," Nutrition Today, 9:3 (May/June 1974), pp. 
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A typical serving arrangement allows children to take their dirty 
plates and silverware to a serving cart and return with their desserts 
when they have finished the main course. This gives them a chance to 
move a bit when they have been sitting for a time. They like this mea- 
sure of confidence that they can walk without spilling their dessert. 


Guidance During Mealtime? 


If the child is actively Participating in the school program and is in 
good health physically and emotionally, he or she will eat what is 
needed to restore energy and to grow. Guidance during the meal will be 
related to the goals stated earlier. Every effort is made to help the child 
grow in independence. Teachers should not fall into a pattern of brib- 
ing, cajoling, or feeding children. 

Even a three-year-old senses t| 


"If you are finished eating, put your plate on the 
» Sit at the table and eat.” The teacher will give 


acher makes statements 


1 i child using fingers to get food on a 
fork; “A spoon will work better,” to a child eating apple sauce with a 


fork; “Hold your glass up straight,” to a child whose milk is about to 
spill; “Swallow before you talk,” to the child who is talking with a 


mouth full; or “Keep your food on your plate,” to the child who litters 
the tablecloth. 


like: “Use your toast stick,” to the 


€ or she guides the child’s hand to 


ile saying “Point the s o the 
| Sa} Poon toward you. 
teacher may guide the child’s hand to make the tip turn toward the 


Children generally fee] upset about spills, Children are sometimes 
scolded harshly at home and may expect the same treatment at school. 


"For more informati 


ion see Chapt 7, “Guidi ; » t D id- 
ing Young Children by Verna Hildebra Guiding Children’s Eating Behavior,” in Guid: 
Chapter 7. 


d (New York: Macmillan Publishing Co., 1980, 
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When the teacher occasionally spills something, the children may feel a 
new sense of comradeship. Spills do occur. They are taken in stride. 
Extra silverware and napkins are kept close by to replace dropped 
items. A sponge, dust pan, and broom are available in the serving area. 
When accidents are frequent, a slight change in arrangement might help 
avoid them. For example, if the table is cluttered, it may help to place 
serving dishes on a side table within reach. Teachers will prevent some 
spills if they are alert to remind a child to place the glass back away 
from the edge of the table. 

When the child has finished eating, she or he takes the plate and glass 


to the serving cart and leaves the dining area. A designated adult takes 


over for the next steps. It is important that children who remain at the 
f all the adults becoming in- 


lunch tables are not neglected because o 
volved with the children who have finished eating. A routine should be 
established so that children know what to do next. Generally they go to 
the bathroom to wash and urinate, then either prepare for going home 
or for taking a nap, depending on the type of school. 

In child care centers the nap room is generally prepared while the 
children eat; then, as children finish lunch, they prepare immediately for 
Naps, to take advantage of the quieting effect of eating. 


Snack Time 


Midmorning and midafternoon snacks serve several purposes for 
young children. A snack provides time to rest and food to restore en- 
ergy. It provides an informal, social conversation time good for sum- 
ming up the day's activities. Snack may be a fairly organized time of 
day or it may be informal. In groups that remain at school for lunch, 
the teacher may plan an early snack to avoid interfering with lunch 
appetites. Some children are slow starters. They eat very light breakfasts 

ut then are famished by snack time. They eat so much snack that they 
aren't hungry for an early lunch. If snack is served in an informal come- 
When-you're hungry arrangement during the first hour of school, it 
meets the need of such children. In groups that take a midday nap at 
School, it may be customary to let a few children at a time eat their mid- 
afternoon snack as soon as they wake up. This plan offers the teacher 
time to talk with small groups while others are still napping. 

In other groups teachers may like to hold a quiet time immediately 
following the self-selected activity period, then follow this with a group 
Snacktime when everyone eats together. In this way the half-day group 
accomplishes some of the goals that are achieved with a lunch program. 
No one plan is “best.” The important rule is to make a good plan for a 


Particular group of children. 


he numerous suggestions for cooking projects and experiences with 
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food offered in the first part of this chapter will contribute most if the 
children work together preparing the food, eat it together, and talk 
about it, thereby reinforcing the learning. 

Of course, the children do not prepare every snack. The fare offered 
should be varied. There surely is no need for children to say, “Not that 
again!” in disparaging voices when they see the snack tray. Interesting 
food, attractively arranged and enthusiastically presented, will encour- 
age the children to enjoy eating. They will be not only feeding them- 
selves but learning about food as well. 

Children can be designated “helpers” 


serve the beverage, another place the napkins, another take the respon- 
sibility for helping serve the food. A Poster showing a paper cup, a 


plate, and a napkin can be used to designate helpers—the names being 
removable and rotated during the weeks. 


It is helpful to arrange in advance ind 
drink at each child’s plac 
freshments. For example, 
ies, a dish of fruit, or a cu 


with snack. Perhaps one can 


Guidance suggestions made for se 
children remove their 
ing them on a tray fo 


tving lunch apply to snack. The 
glasses and napkins when they are finished, plac- 
r removal to the kitchen. 


Communicating with Parents 


itinn d ; "Project Hed ines 
(January 1967), pp. 24-27. The aithor oi >” Journal of Home Economics, 59: 
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Informing the parent when there have been special projects that the 
children may ask them to duplicate helps the parents carry through the 
learning begun in the school. Metheny et al. found that 34 per cent of 
the children in their study requested their mothers to prepare food they 
had eaten at school? Recipes can be exchanged. Occasionally the 
teacher may visit the home to demonstrate how to prepare a food that 
the child has liked at school. When the teacher and the parent develop 
rapport on such domestic interests as recipes, it may strengthen the 
communication between the family and the school. 

Parents may enjoy contributing an item for snack or lunch. Some local 
sanitary codes forbid it. However, the school policy will be stated by 
the teacher. Parents are asked to inform the teacher ahead of time so 
that school food projects won't overshadow the parents' contribution. 
Duplications can then be avoided and parents' choice of a contribution 
can be guided so that it is appropriate in kind and amount. A typical 
Occasion is a birthday or a holiday. A simple celebration at school is far 
easier on child and parent than giving a party at home. Teachers typi- 
cally plan something festive for each child's birthday. 

In one kindergarten the teacher left the snack completely up to the 
Parents. If they wanted their child to have a snack, they had to send it 
to school. What happened in practice was that a group of disadvan- 
taged children regularly sat through the snack period and watched their 
More well-to-do classmates sip from cans of juice and eat cookies. It is 
hard to understand how a thinking, feeling teacher could permit such a 
Cruel situation in a class. 

If the advantaged parents ha 
Surely would have been willing to poo 
for all the children. It seems that, in fa 
should be available to all. 


d realized what was happening, they 
l their funds to purchase a snack 
irness, what is available for one 


o 


Conclusion 


tial to life and learning. While the parents 
for the young child's nutrition, the early 
lace for that child to learn food habits 
utritional status in the years ahead. 

here are numerous opportunities for early childhood teachers to pro- 
Vide food and nutrition education. Efforts must be personalized, simpli- 
ed, dramatized, regularized and mobilized. The teacher mobilizes and 
utilizes various community resources in order to provide the needed ex- 
Periences. Numerous food experiences were suggested along with some 
Pointers on mealtime and snacktime. — 


Mary B. Patton, and Helene Heye, “The Diets of 
54:4 (April 1962), p. 306. 


Adequate nutrition is essen 
and teachers are responsible 
Childhood center is a good p 
Which will help assure optimal n 


P ? Norma Y. Metheny, Fern E. Hunt, - 
teschool Children,” Journal of Home Economics, 
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Program 
Planning and 
Evaluating 


ew y 


Wa 


J 

W 
| Ve hada beautiful day,” 
he four-year-old group. "Did you 
project? He spent twenty 
and Lettie how it should 
y! They did like the taste 


reported Pat, one of the teachers oft 
see how Alonzo participated in my applesauce 
or thirty minutes helping. He even told Jed 
be done. Everyone got to cut up an apple. M 
of that applesauce." 

Janie said, “Ken, I think your creativ 
ested Jay and Kim. They seemed to be 
tivity attracted enough children that t 
Sauce project was about right." 

Teachers, Pat and Janie, together with Ken, an assistant in the class, 
àre meeting after school to evaluate the day's activities. They will con- 
Sider any problems, make certain that previously worked out plans for 
tomorrow are still appropriate, and that materials for the activities are 
all ready, Planning and evaluating go hand in hand for these teachers. 


e movement activity really inter- 
into the rhythm. Also, your ac- 
he number around Pat’s apple- 


Planning Programs for Young Children 


_ Planning the early childhood program requires integrating all the dis- 
tinct components as discussed throughout this book, giving attention to 
their various relations and proportions, and achieving a program that 
can be expected to meet the needs of each child optimally. Just as an 

i balancing component ideas, feelings, 
teachers likewise integrate all com- 
detail in order to use human and 
nd to carry out a unique pro- 


Bram in unique ways for a unique group of unique children. Teaching is 
a clus : 
Cluster of creative tasks. 
411 
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Figure 16-1. When 
with a child, knowing that all areas are 
Child Development Center, Houston, 


planning is done well a teacher can take time to interact 


properly covered by assistants. (Parent- 
Texas) 


Planning is the behind-the-scenes 
person-centered, developmental 
and interests. Many details of 
other details are in the teachers’ 


work that assures a humanistic, 


If a teacher were asked, “What is your major consideration when 


your group of children?” the probable reply 
would be, “The children,” 


This is, of course, as it should be. However, 
there are a number of other factors that teachers 
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Schools Values, National Values, 
Goals, Policies Resources, Regulations 


Dramatic Ploy 


" Teacher's Training 
P.e and Experience Children's Developmental 
«s Tasks 
Ò 
State 


Teacher's 
Values, 
Health 


Valves, 
Resources, 


Teacher's Regulations 


Personal Families’ 


Life Goals, 
Resources 
i lues, 
Teacher's Cosi ve: 
Professional esources, 
s 
Relationships Regulation: 


Figure 16-2. The Teacher’s Puzzle. 


Impact of the Federal Government , 
The democratic form of government of the United States influences 


teachers as they educate children to live in a democracy. In an authori- 
tarian country the child is educated to function in that system. An ex- 
ample of national influence is the Supreme Court decision forbidding 
racial segregation in public schools. Also, the 1964 program of federal 
aid to education has stimulated communities to initiate Head Start and 
Title IV programs. Many research projects and child-care centers were 
assisted through federal funds. Federal day care licensing standards are 
Now in effect.! 

Private schools are indirectly affected by federal action. For example, 
the standards established in federal guidelines regarding the teacher- 
Pupil ratio give parents, teachers, and administrators in private and 
Philanthropic schools a standard, they did not have previously. 


Impact of State Governments 
State governments too have an impact on the teacher who plans for a 


Broup of children. States generally hold the power to set and enforce 
Standards, grant licenses to schools, and grant certificates to teachers. 
Most states provide state aid to public schools providing kindergartens. 
To receive financial aid, the schools are required to meet certain stan- 
dards for curriculum, qualifications of teachers, and minimum number 


1 “HEW Day Care Regulations,” Federal Register, March 19, 1980, Vol. 45, No. 55, 


PP. 17870-17885. 
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of days in a school year. State legislation may set some standards € 
cerning facilities, children's medical examinations, or the number an 


ages of children admitted to classes. Check with the licensing agency in 
your state. 


Influence of the Community 

The community influences the program planning. In a public school, 
authority is vested in an elected board of community citizens that acts 
through a school administrator. Also, a city commission may hire the 
director of a community child care center or the director of the commu- 
nity action program. Philanthropic agencies, churches, or universities 
have special objectives that affect the teacher's planning. Local govern- 
ment agencies may also be responsible for enforcing certain fire and 
health regulations. Teachers must be aware of regulations as they plan. 


Influence of the School Administration 
The school itself establishes 


policies for all the classrooms in a sys- 
tem. School administratio 


ns control the funds that are spent for sup- 
plies, new equipment, janitorial help, and paid assistants. School tradi- 
tions, such as admission policies or parent Participation, will influence 
planning. Some coordination of Programs is required when several 
classes use the same equipment and play yard. Ideally, the teacher will 


be called upon to take part in decisions affecting her or his area of 
specialization. 


Tests are consistently ignored. 


vocates for their children, sav- 
Iticlans several times. 


ve been effective ad 
ing the program from pol 


In a study completed by the author on “Value Orientations for Nur- 


sery School Programs,"2 Parents rated “individuality” and “socializa- 


tion” as their two most preferred value Orientations for nursery school 
Programs, when given a choice of nine orientations depicted through 
nine short stories. The nine value orien izati i 


2 Fora summary of the study see Chapter 22 of Guidin Y re y Ve i 
uay e & Young Children by Verna H 
debrand (New York: Macmillan Publishin Co., 1980 d ing ri ent, 12: 
(Fall 1975), 2o. 1 Een g ), an Reading Improvement, 12 3 


uccess with games will be possible when ac- 
an State University Laboratory 


Figure 16-3. Evaluating children’s s 
tivities for the day are well planned. (Michig 
Preschool) 


authority, health, freedom, individuality, 


and economics. The economic value story was generally rated last. 

A teacher must be aware of and attempt to open discussion with 
Parents regarding their value orientations. If parents expect a type of 
Program that is completely unacceptable to the teacher, then the two 
Parties will have to work out some accommodation, or the teacher may 
decide to teach in another environment. No one value is “right,” nor is 
it entirely unrelated to the other values, but there must be some meeting 
of minds between teachers and parents or the children’s early education 


experience may suffer. 


tellect, morality, aesthetics, 


The Teacher’s Influence 
Classrooms have unique characteristics because teachers are different. 


Teachers have different professional training and experience. Each 
teacher associates with other teachers to a different extent. Programs 
bear the mark of a teacher's philosophy, education, personality, crea- 


tivity, health, and values. 

In the study referred t 
teachers, and students in teac 
viduality” and “socialization” stori 
value orientations for nursery school programs. 

The teacher's personal life away from the school will have an impact 


415 


o previously, teachers, paraprofessional 
her preparation programs also rated “‘indi- 
es as their first and second choices of 
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on the class, just as the satisfactions gained from teaching will affect 
personal life. 


Influence of Children 
Last, but not least, the children influence the program. The school is 
there for them. Goals for children and characteristics of children in 
various age groups are discussed in Chapters 2 and 3. Teachers will 
spend a career searching for ways to help children reach their poten- 
tials. Knowing them and their families will be a significant part of the 
task. Each experienced teacher has become aware of the unique charac- 
teristics of each group before the school year is many weeks old. 


Program Guides 


A fifteen-point guide for 
outlined below. Teachers 
evaluating their programs. 


planning an effective Program for children is 
may also use the guides as a checklist for 


1 € school and learning, teachers, and 

| eveloping a self-confidence that says, “Whatever 

there is to do, I can do it,” is very important. 

3. A good program Provides for the emotional growth of the child. It 
accepts the child as he or sh 


atigue contributes to lack of inner 
Maximum learning. 


10. 


11. 


12. 


T3, 


14. 


15. 


PROGRAM PLANNING AND EVALUATING 417 


A good program provides appropriate opportunities for children to 
grow in self-direction and independence. It provides an opportunity 
for them to learn to make choices through experience. Each child 
gains in self understanding. 

A good program establishes and maintains limits on behavior for 
the protection of individuals, the group, and the learning environ- 
ment. By helping a child learn the reasons for various rules, the 
teacher encourages selfdiscipline. 

A good program is challenging to children's intellectual powers. 
They are encouraged to think, reason, remember, experiment, and 
generalize. The laboratory rather than the lecture method is used al- 
most exclusively. mM 
A good program provides media of self-expression. Creativity is 
valued, fostered, and recognized in every learning center. Art, liter- 
ature, and music are part of every day's activity. l 

A good program encourages children’s verbal expressions. To learn 
words and sentence structure, children must have an opportunity to 
talk. Being quiet is not necessarily valued. l 

A good program provides opportunities for social development. 
The child learns through experience to share, take turns, and in- 
teract with individuals and groups. He or she learns to choose 
friends and to be chosen. Yet the program also allows time to be 
alone if desired. , 
À good program encourages children to learn about and care for 
their bodies. A routine of washing, eating, resting, and eliminating 
is established. Safety training has priority, both to protect children 
and to teach them to protect themselves. - " 
A good program provides opportunities for each chi Le è 
whole body in a daily period of outdoor activity. E s 
weather prevents going outdoors, adequate provision is mace for 
gross-motor activities in semisheltered or indoor areas. r 
A good program is action packed. It is frequently noisy — 
to traditional upper-age classes. The reasons action, noise, an ta d 
ing are permitted may have to be explained to administrators an 
others so that programs for children are not "dme aci i 
ily. Carpeting, draping, or other soundproofing should be provide 
in classrooms to cut down the noise level. l 

A good program is fun for children. Learning themes and materials 
are selected that especially attract young children. Their needs and 
interests determine the choice of learning experiences in most cases. 
When a theme or a concept lacks appeal, others replace it. 

A good program considers the interests and needs of the parents as 
well as the children. The parents are helped to feel and be impor- 
tant to their child’s growth and development. They are counseled 
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directly and indirectly so that they will make significant contribu- 
tions to the child’s growth and development. Positive help is pro- 
vided to individuals and groups to foster this principle. Referrals 
are made to appropriate agencies when the teacher recognizes a 
need for help she or he cannot provide. 


Adequate Planning Requires Time 


Time is required for planning. There is a common fallacy that to 
teach young children, one has only to drop into the classroom and set 
out a few toys. However, nothing could be further from the truth if the 
teacher expects to provide the high-quality program set forth in the fif- 
teen-point guide. Not only must the teacher and staff take the time to 
read, to study, to generate ideas, and to make plans, but they must also 


e at school. 


Ten get into some kind of trouble that starts the day 
off on a negative note. 


A 


provision in the teacher's schedule for plan- 
nfrequently, teachers are paid only for the 


EL : ingled out as the root of current 
criticism regarding the lack of si D hook 


children, the absence of planni 
Student teachers, t 


hours” are merely the children’ 
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make the most of their opportunity to learn with an experienced teacher 
at their side, they must be willing to attend the necessary planning con- 
ferences as well as to search for and prepare resource materials outside 
the children’s class hours. Because the dual role of teaching and study- 
ing is heavy, students are well advised to lighten their other obligations 
during student-teaching assignments. 

An outgrowth of conferring is the esprit de corps that can develop 
when the teachers, aides, students, volunteers, and parent-helpers meet 
to plan for the children. The group has a common interest—young 
children. They have a particular interest—a particular group of chil- 
dren. Their commitment to their teaching roles will be strengthened if 
eir thinking with colleagues. Discus- 
hared are properly aired with some 
rson’s job satisfac- 


they can participate and share th 
sions of values shared and not s 
workable agreement being reached. Part of each pe 
tion is derived from friendships and from appreciation for each other. 
Such appreciation can grow through conferring. 


Tasks for the Planning Sessions 


Seven major groups of tasks of the planning session will be discussed: 
1) setting goals, 2) setting schedules, 3) planning for assistants, 4) decid- 
ing on themes, 5) planning specific activities, 6) preparing resources, 
and 7) arranging the facility. Evaluation and discussion of individual 
children may also require some teachers’ conference time, but this item 
will be discussed in a later section of the chapter. Planning sheets such 
as the daily plan form, Figure 16-4 and weekly plan form, Figure 16-5, 


may be used. 


Setting Goals 

Goals have been emphasize 
without a goal or destination it 
anyplace. The 15-point previou 
goals. The developmental tas 
based may be reviewed in Chapter 
goals for individual children. 

There are also group goals. 


d throughout the book. It is believed that 
is impossible to chart the best route to 
sly discussed guidelines provide general 
ks upon which those guidelines are 
2. From these come developmental 


As a social group the children and 


teachers expect to be living together for several hours daily over a con- 
Siderable period of months. There is rarely sufficient adult help for 
every child to be treated as though the group does not matter. Goals for 
developing this group cooperation are important from the beginning. 
You are soon rewarded when you hear children saying, “This is MY 
nursery school." They are gaining their first sense of community outside 


their family. 


Daily Plan of Activities 


Date 


Activity Who Is Responsible? 


Things to remember: 

Art projects: 

Science projects: 
Dramatic play: 
Literature-language area: 
Music area: 

Group time: 

Outdoor activity: 
T 


Snack menu: 


Diary: 


Figure 16-4. Daily Plan of Activities, 
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Weekly Activity Plan 


Week of. 


Art: 


Science: 


Dramatic play: 
Lit.-lang: 
Music area: 
Group time: 


Outdoor act.: 


Transition: 
Snack: 
Trips: 


Hiis TE EMEN 


1. Himself 
Themes The child learns about: 2 Other people 4. Plants 


3. Animals 5. Machines 
6. Physical forces 


Figure 16-5. Weekly Activity Plan. 


nd develop are called develop- 


Goals based on how children grow a I 
her plans experiences that will 


mental goals. Using these goals the teac l 3 
enhance one or more areas of the child's'or children's development. The 


integration of development has been pointed out throughout this text 
along with ways that specific areas of the curriculum can be expected to 


enhance development. As teachers get better acquainted with children 
their plans can be tailored to specific needs and interests of particular 
lanes the teacher 


children. For example, seeing Louie’s interest in airp 
initiates a study of flying which culminates in a trip to the airport. Or, 
Noting several children with articulation problems the teacher plans 
Some language games that are fun for all the children and particularly 
helpful to those few children. " 

In particular cases it may be helpful to make individual plans for a 
Child and write specific behavioral objectives. Behavioral objectives are 
carefully worded statements which describe the behavior expected and 
the criterion or degree of performance expected. For example, “Given 
two colors of fingerpaint Jim will choose one or both colors, put the 
amount desired on his paper, and then, using fingers, hands, and per- 
haps arms, will create a design of his own choosing." This objective has 


the following parts: 
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1. Audience—Jim. 

2. Behavior—Choose one or both colors, put the amount desired on 
the paper, and then, using fingers, bands, and perbaps arms, will 
create a design of his own choosing. 

3. Condition—Given two colors of finger paint. 

4. Degree—Design of his own choosing. 


Arranging the characteristics as ABCD helps one recall them. Each ob- 
jective should be manageable and reachable based on prior assessment 
of the child or children. Behavioral objectives for an early childhood 
group require some range of performance. 

All educators do not recommend behavioral objectives, some believ- 
ing they lead to rigidities that are unnecessary. It has been observed that 
a serious problem arises when students are training to be teachers and 
are still learning the range of behaviors to expect from young children 
as they become involved with a particular activity or medium. Students 
may write Objectives that sound logical on paper, but the children be- 
have in other ways—often more interesting, unusual, and sometimes 
more advanced than the student anticipated in the objective. While a 
planned activity Was a resounding success for the child or children, the 
student-in-training may feel that he or she has failed and certainly, on 
an evaluation, must check “did not accomplish objectives.” It is not a 
failure, however, because early childhood students and teachers need a 


children using materials and learning 


th only minor variations, Scheduling was 


7 are repeated from that 
more complete pi 


es the number of time blocks and 
» decisions depend upon: 


PROGRAM PLANNING AND EVALUATING 423 


E IE rM e RU Nr) 
Daily Schedule 


A.M. P.M. 

9:00- 1:00- Self-selected activity indoors. 

10:00 2:00 

10:00 2:00 Cleanup time (can vary a few minutes either 
way). As the child finishes helping with cleanup, 
he goes to the toilet, if necessary, and washes 
his hands. 

10:15- 2:15- Snack. With older children, sharing time* goes 

10:25 2:25 on at the same time as snack. 

10:25- 2:25- The children move to a story group or groups. 

10:45 2:45 They sit on the floor. They select a book for 
"reading" as they pass the shelf. They look at 
the book or just talk quietly. The teacher 
finishes the period with some songs, a special 
story, planning, or discussion. 

10:45- 2:45- Outdoor self-selected activity. 

11:30 3:30 

11:30- 3:30- Cleanup time. Preparation to go home. 

11:40 3:40 

11:45 3:45 Dismissal. 


hen children are called on to share some article or news 


*Sharing time—A period w 
Discussed in detail in the chapter on language arts. 


they have brought from home. 


Figure 16-6. Daily Schedule. : 


The goals for the group. 

The special needs of the group. 

The time of day the children arrive. i 

How long the children stay at school. 

What happens at home before the children come to school each day. 


The season of the year. 


AL ARYNS 


is helpful to arrange a calendar of the 


entire school year in such a way that the total year can be seen. Some 
suitable commercial calendars are available, but a teacher can make one 
with a large sheet of wrapping paper. A space for notes with each date 
Provides a ready reference for checking progress toward goals. 

On the calendar, the teacher blocks out the number of school days. 
From the administration calendar mark holidays and other days that 
have significance for planning. Teachers usually write in children’s 
birthdays. Many entries can be indicated in pencil so that they can be 


To schedule long-range plans it 
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Time Block | Self-selected Activity (Indoors) 
Art Music 
Science Dramatic play 
Table games Small, wheeled objects 
Blocks Language arts 
Books 
Time Block II Teacher-Instigated Activity 
Cleanup 
Toileting, washing hands 
Snack 
Quiet time: 
looking at books 
music 


Storytime and discussions 


Time Block III Self-selected Activity (Outdoors) 

Climbing Riding tricycles 

Swinging Sand play 

Running Science 
Time Block IV Lunch Period 

Washing hands, toileting 

Resting prior to lunch 

Eating 

Washing hands 

Going home or Preparing for nap 
Time Block V Nap Time 

Dressing for bed Toileting 

Sleeping Dressing 
Time Block VI 


Self-selected Activity 


New activities 
Snack 
Outdoor play 


Figure 16-7. Time Block Plan. 


shifted as events dictate. 
placed on the calendar. Fo 
dergarten visit to the first 
ning of school. Communi 


Events that are regular occurrences can be 
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provide other tentative dates, such as when to plan a spring nature 
walk. 

Periodic planning may mean a month, six weeks, a quarter, or a 
semester—whatever is a convenient administrative time unit in a partic- 
ular school. For example, in a university laboratory school where plans 
involve the schedule of university students, the students’ schedule also 
becomes the period for planning for the children. If student teachers 
typically assume certain levels of responsibility at different points dur- 
ing the term, these dates are marked on the planning calendar. 


Deciding on Themes 

Using a cumulative plan as dis 
mended approach. This approac 
learning—that one learns by relating new information with previously 
learned information. You recognize this principle because you use it 
when you explain something new to someone by relating the new thing 
to something familiar. 

Six basic themes were suggested and are give 


cussed in Chapter 8 is the recom- 
h utilizes a trusted principle of 


n again here. 


1. The child—his or her name, sex, health, safety, and relationship to 


the family, the school, the community, and the world. 

2. The community—its people, its workers, its institutions, and its tra- 
ditions, including festivals. 

3. The world of plants—especially those the child sees every day and 
those that provide food. 

4. The world of animals—especia 
those that provide food. 

5. The world of machine 
small machines. 

6. The physical forces in the world. 

The teacher begins introducing basic concepts from each of these 
themes at the beginning of the school year, then touches and zetouches 
the concepts throughout the year, increasing the complexity as the chil- 
dren grow in their understanding. It may be noticed that the first impor- 
tant theme concerns the child. The child learns about himself or her- 
self and about the care and safety of the body. In some systems this 
learning is largely ignored, yet what could be more basic to a child’s 
self-understanding? Other themes may be added. 

The themes relate to the child in his or her everyday life. They can be 
interrelated and coordinated. Themes may run concurrently. The cumu- 
lative plan enables the teacher to adapt teaching to children’s interests 
and leaves flexibility for covering fascinating current events. 

A brief example of the use of a cumulative plan using the “World of 
Animals” theme follows. The teacher asks children, “Do you remember 
what animal we visited last week? What was it called?” 


lly those the child sees every day and 


s—including vehicles and other large and 
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The children tell the teacher, “An elephant,” and several minutes of 
conversation follow as children tell what they recall about the trip to 
see the elephant. 

“Yes, an elephant,” says the teacher. “Is this animal that is visiting us 
today an elephant?” 

“No!” laugh the children. They spend several lively minutes guessing 
and naming. They talk about the animal’s characteristics and how they 
differ from the elephant’s. The teacher agrees with one child who says 
the animal is a guinea pig and further information is given about that 
animal. The children are very interested in the conversation and they do 
most of the talking. In future weeks other animals will be discussed in a 


similar manner. Memory will be stimulated as the children become per- 
sonally involved. 


sts of the chil- 
c wland indicate that unit plans have 
a reputation “of being broad and shallow.” 3 
for small children, as illustrated in 
old asked her mother, “Why does 
Mrs. T talk about food every day?” A study of the basic four food 
ail. Although the children proba- 
the unit had become too much lecture 
old the four-year-olds’ interest. 
> à unit on “community helpers” might be 
children of varied interests aren’t given 
their interests before some topics are ter- 
topics started. 
is a concept that is dis- 
- For example, throughout the year many peo- 


? Joe L. Frost and G. Th 7 x 
wel? B omas Rowland, Curricula for the Seventies (Boston: Houghton 


PROGRAM PLANNING AND EVALUATING 427 


around a broad concept of what the children want and need to know— 
which goes far beyond the few holidays of the school year. 
Prepackaged kits of teaching materials that encourage each child in 
every class to join in lock-step education should be avoided. Both the 
children’s and the teacher’s creativity are seriously jeopardized when the 
plan becomes more important than the children. Packaged materials can 
help teachers, but teachers should feel a definite responsibility for 
screening materials and adapting them to each group of children. 


Planning Specific Activities 
An activity plan could be made for every learning experience offered 
in the school. It is a challenging exercise to look at each piece of equip- 
ment or learning episode in the school and attempt to make an activity 
plan. Each of the ideas offered in Part Two of this book will help with 
this thinking. Figure 16-8 is an example of a completed plan for using 
one type of equipment. The items entered under each heading on this 
sample activity plan will vary depending on the activity you select. For 
many activities, you can refer to the curriculum chapters to help you 
formulate relevant and rather complete entries fitting the requirements 
of each heading. It is important to think through each step in the activ- 
ity plan. Unless you are highly experienced with children and with the 
activity, you will readily cope with the variety of children’s responses 
and behaviors only if you are super prepared. rr 
In planning a finger printing project, for example, you ^ d 
Chapter 7 all the information for your activity plan. You will fin that 
this medium gives children an opportunity to practice small motor skills 
and to create their own designs. These could be your Developmental 
Goals for a particular day. Your Objective for children on a particular 
day could be to manipulate the fingerpaints with fingers, hands, and 
arms and create a design of their own choosing. Likewise, Materials 
Needed, Procedures, and Guidance Suggestions can be found in each 
chapter where a particular activity is discussed. — E 
The beginning student may want to try developing several activity 
plans, and take responsibility for carrying out several activities. The ex- 
perienced teacher may need only to note “spring nature walk” on a cal- 
endar to know the amount of preparation needed to be ready and have 
the children ready on that date. . 
Each teacher does planning. One may write more on paper, whereas 
another relies on memory. The amount of written planning will depend 


on the experience of the teacher. 


nd help with activity plans is desired, see the introductory 


* If additional i tion al 
ogg ee book for Introduction to Early Childhood Education by 


section of A Laboratory Workbook fe 
Verna Hildebrand, Macmillan Publishing Co., Inc., 1981. 
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ERASAN 


Activity Plan 
(with sample plan) 


Name of Activity: Parquetry blocks 
Developmental Goal: 

1. Vocabulary development. 

2. Perceptual development. 


Objectives: Given a set of parquetry blocks with matching forms the child 
will, each time, 


1. Match colors. 
2. Match shapes. 
3. Name colors. 
4. Name shapes. 


Materials Needed: 3 parquetry sets 


Procedure: 


Place parquetry sets in an inviting location in the room. 
Sit with children. Observe their use of the sets. 

Let them discover and teach each other, 

Answer any questions. Note their use of vocabulary. 
Encourage naming of shapes and colors, 


Guidance Suggestions Including Limits: 


Play a game: "Show me the (red square)." ; 
Encourage them to make their own designs after they accomplish 
matching. 


Special Objectives: 

To see if Amanda is able to name colors, 

To see if John can count to four, Encourage his practice. 
Evaluation: 


Hide shape and/or 


color—ask child to name it when it is uncovered. 
Check chart to see 


which ones they know, 


Suggestions for Future Use: 


Figure 16-8. Activity Plan, 


Preparing Resources 
Resource materials are necessary for teaching each theme. The 
teacher will develop files of i 
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Figure 16-9. The student learns about young children by having time to in- 
teract with each one individually. (Michigan State University Spartan Nursery 


School) 
right poem or song for a group. One need never panic because of a 
shortage of material. 

A resource file is assembled over 
system, newly discovered material i 


material will be easily located. . " 
One filing system uses manila folders with a different color tab for 


each of the six themes. The colored tabs are bought where office sup- 
plies are sold. For example, all animal folders are labeled with a pink 
label. The file may have only two folders at first: 1) domestic birds and 
animals, and 2) wild birds and animals. However, as the file grows, the 
teacher will divide the material until there is a file for each animal of in- 
terest. Figure 16—10 is the suggested cover page for each folder; it can 
serve as the teacher's summary of the materials the file contains. Each 


folder can contain: 


< A statement of the concepts to be developed. 


1 
2. Vocabulary to develop. 

3. Science experiments that teach concepts. 
4 


- Art ideas. 


time. If the teacher has a good filing 
s easily preserved. When needed, the 


Resource File Cover Page 


Subject 


1. Statement of concepts to be learned: 
2. Vocabulary to develop: 
3. Science activities: 


4. Art activities: 


- Dramatic play themes: 
- Stories, poems, finger plays: 
- Songs, rhythms, records: 


8. Outdoor activities: 


- Field trips and special visitors: 


10. Pictures: 


Figure 16-10. Resource File Cover Page. 
430 
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Dramatic play ideas. 

Stories, poems, and finger plays. 
Songs, rhythms, and records. 
Outdoor activities. 

Field trips or special visitors. 
10. Pictures. 


WON AA 


Throughout this textbook there are suggested resources for teaching 
ideas. As you read the chapters you are invited to use your creativity to 
invent new activities as you read about those invented by other 
teachers. Consult the section of additional readings for worthwhile re- 


sources. 


Including Assistants in Planning 
A teaching team of a minimum of two adults per group has been the 


rule in nursery school classes for decades. Unfortunately kindergarten 
teachers have often been expected to manage alone. However, Head 
Start recommends two adults per fifteen children. Today most teachers 
are able to involve others in their programs. Many have paid aides; 
others have community volunteers, high school and university students 
who assist in various capacities, and parents who volunteer or serve as 
part of a cooperative plan. It is up to both the teacher and the assistants 
to make most meaningful use of all the available help. 

The teacher will want the best learning situation for the children. As- 


sistants extend in numerous ways the efforts the teacher can make for 


the children. It is desirable for each assistant to make a contribution to 
g experience with the 


the children’s learning and to have a. satisfyin 
children. 


If at all possible, the assistants should be t 
ning. They need to feel they know what is going on. It is a very uncom- 


fortable feeling when a youngster says, OF implies, “I've been here 
longer than you have, I know the rules,” as one child was heard to say. 

Each day is planned in considerable detail at that time. See Figure 
16—4. It is understood that plans can be changed to meet day-to-day sit- 
uations. When interesting learning opportunities arise unexpectedly, the 
plans are flexible enough to incorporate them. However, advanced 
planning helps assure a program with educational goals for children. 
Some teachers prefer to be able to assess the week at a glance and 
would like to use a form similar to the one in Figure 16-5. 

In planning sessions, assignments should be discussed to insure that 
all members of the teaching team, male and female, share equally all 
tasks such as affection-giving, disciplining, housekeeping, toileting, and 
Playground teaching. Remember, all members of a team are serving as 


models for the children they teach. — 7 
Assignments may be agreed upon in weekly planning conferences. 


involved in the weekly plan- 
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Each individual may assume the responsibility for bringing in the mate- 
rials needed to enhance the learning in a particular area of responsi- 
bility. Regular teachers can assume responsibility in areas offering new 
learning situations, whereas others take the areas that offer experiences 
more familiar to the children and for which guidance is more predict- 
able. 

In some centers teachers divide activities into categories, agree to as- 
sume responsibility for a given category for a two week period, then ro- 
tate to another category of activities for the next two weeks. Under such 
an agreement meetings to coordinate plans can be shorter. 

Of course, in all groups teachers and assistants should be learning 
along with the children. It is often necessary for teachers or assistants to 
participate in an activity even though he or she lacks experience. For ex- 
ample, a person with little confidence in music should be encouraged to 


volunteer to work in the music area. Other adults can give support until 
that person gains the confidence needed to ca 
All assistants should make 


Figure 16-11. Information Card. 


E e M MET — R$ À—— E 


Information Card 


Rd ELE PR RE RNC 


Address ` Phone 
ee 


ee 


"run eee 


Day and hour of assignment 
^ 
Yes No 


«Do you havea car that could be used for field trips? 


Name 


Group 


Yes No 
children? 


— 


Do you have a talent that you could share with the 


List talents and describe: 


Your personal goals for this term: 


e eee 
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Conferences before each day of school are essential for those adults 
who work directly with the children. Such conferences are more impor- 
tant than ever when individuals have missed the weekly planning ses- 
sions. All will feel much more comfortable knowing the goals for the 
day—for the group and for individuals. Helpers must be advised of un- 
usual circumstances that confront certain children, such as Debbie’s 
mother going to the hospital or John’s father leaving for a trip. 

Safety requirements dictate that all areas of the room or yard where 
children are playing be staffed by adults. It seems more effective from 
the point of children’s learning that each adult be assigned responsi- 
bility for a specific area of the room or yard. For example, if the adult’s 
assignment is in the language arts area, such a plan makes it acceptable 
for that adult to remain in the language arts area with a child even 
though it appears that chaos is reigning in the block room. One can as- 
sume that a competent adult is in charge in the block room and will 
send out an SOS if assistance is needed. 

An alternative plan is to let everyone move where “needed.” In such a 
plan, however, teachers may never sit down and take time to extend the 
learning of children. They feel responsible for other parts of the 
school—particularly the trouble spots. When they hear chaos in the 
block room, they are likely to flock there. As a result, less troublesome 
children who remain absorbed in some task may be slighted, or some 
area needing the watchful eye of an adult may be left unattended. 

Of course, when no children are at work in a learning center, the 
adult should feel free to observe or assist in other areas until children 
again show interest in that center. However, it is possible to take advan- 
tage of the lull to reorganize the center, to bring out some fresh mate- 
tials, or even to clean it up if a transition time is approaching. 

Space is provided in the Daily Plan sheet (Figure 16-3) for noting the 
assignment of assistants. Some teachers also write the daily plan on a 
blackboard so that all helpers can see at a glance who is taking respon- 
sibility for a given area. Such posting avoids duplication of ,effort or 


concern that no one has an area covered. 


Arranging the Facility . : j 
Another task of the teachers’ planning conference is to consider the 


effectiveness of, and needed changes in, the facility. The effective use of 
space, its cleanliness and attractiveness, should be given attention. De- 
tails regarding room arrangement were discussed in Chapter 4 under 
“Setting the Stage.” As teachers start a new group of young children, 
they find it important to keep the room arrangement the same for a 
while to give the children security in their new environment. However, 
after they are comfortable in school they will enjoy variety. Some weeks 
the housekeeping area and music areas can change places. A little shift- 


Figure 16-12. Reading to one or two children is 


possible in well planned pro- 


grams. (Michigan State University Laboratory Preschool) 


ing may create interest for a ch 
area before. 

New objects on shelves and on bul 
plenty to look for and talk about 
neatly and colorfully arranged, 
teachers display a few of their ow 

Beauty should be part of the e 
can change overnight if a civic gr 
Parents can be enlisted to help. S 
teacher to improve the attractive 
seek such sources of assistance w 

Cleanliness and order should 


ild who seems not to have noticed an 


letin boards can give the children 
as they arrive each day. Children's art, 
should be changed regularly. Many 
n artifacts to brighten the room. 
nvironment. A tacky, unpainted look 
oup with do-good bent lends a hand. 
tudent groups may enjoy assisting the 
ness of a classroom. Teachers should 
hen maintenance funds are inadequate. 

be important to the teacher. The chil- 
dren can help with getting materials back in their proper places each 
day. However, a continuous effort is required of the housekeeping staf! 
to be sure that finger marks are washed off furnishings and walls, that 
wilted flowers are tossed out, that broken equipment is sent out for 
repair, and that general order is maintained in room, yard, and storage 
areas. 
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Evaluating a Program 


Evaluation here means comparing the program to a professional stan- 
dard, such as the one described in the fifteen-point guides given earlier 
in this chapter. Wise teachers evaluate what occurs in school from 
moment to moment, and make shifts when things falter. Evaluation also 
comes at the end of the day, week, month, and year. Conferring with 
co-teachers is essential. Besides teachers’ evaluations, parents, children, 
the administration of the center, and the community all are evaluating. 
Evaluation is not a bad word. It is the obligation of all the people in- 
volved. Children tell by their actions how well things are going for 
them. If the program is suitable they rush to enter the school, but if 
something is not quite right they may be unhappy, rejecting, or refuse to 
Participate. 

Rosenthal and Jacobson reported in Pygmalion in the Classroom that 
teachers’ positive expectations influenced children’s school performance 
positively.5 If Rosenthal and Jacobson are correct, then teachers should 
have firm expectations that each child will make progress. Teachers will 
look for evidences of progress to guide their planning. To begin the 
evaluation process they will ask: What has each child learned? How is 
the group progressing? What things can be taught better? Where does 
the program need changing? Are goals being met? 

The comment, “The children enjoyed that a lot,” is frequently heard 
at evaluation conferences. It is more helpful to describe behavior that 
shows enjoyment. For example, say, "Kim came back five times to 

." or “Lena stayed for twenty minutes . . ," or "Pat smiled and 


told others, ‘See . . ^" 


Since developmental goals are impo t ] 
for example, “Orie and Mary cooperated for twenty minutes in the 


block area,” shows progress in social skills. Or, “J.D. threw the ball 


into the wastebasket over and over,” gives evidence of motor skill. 
Evaluation of a general and specific nature should be done by the 


teaching staff on a continuing basis, not left until the end of a term or a 
school year. Only through evaluation can the teacher determine if edu- 


cational progress is taking place. 


rtant, descriptive statements help; 


Daily Diary 

General evaluation can 
the diary of actual events. 
available to learn. Even a $ 
back of a daily plan sheet will provid 


begin by a checking of the daily plans against 
This provides a picture of what there was 
hort diary written at the bottom or on the 
e information for evaluation. To 


5 Robert Rosenthal and Lenore Jacobson, Pygmalion in tbe Classroom (New York: 


Holt, Rinehart and Winston, 1968). 


436 THE CURRICULUM OF THE NURSERY SCHOOL AND KINDERGARTEN 


be realistic, a diary generally must be brief, otherwise teachers won’t 
have time to keep it. 

A regular check of daily and weekly plans and diaries against the fif- 
teen-point guides discussed earlier in this chapter will provide informa- 
tion on where a program is adequate and inadequate. By summarizing 
the daily plans the teacher can see at a glance how much variety has 
been offered the group. For example, if the diary shows that a few art 
projects were repeated frequently, efforts to bring in some new ones or 
add something new to the old ones can be made. 

Knowing what has been offered does not tell the teacher what indi- 
vidual children have learned. Teachers also must make an effort to 
know how individual children are progressing. It is like knowing the 
menu at the cafeteria, one must watch the diners to see what they 


choose and what they actually eat to judge how well nourished they 
might be. 


Teacher’s Observations of Each Child 


Chapter 12 gives numerous suggestions regarding the teacher’s obser- 
vation notes and their value. Through routinely observing each child 
and recording evidence of Progress toward educational goals, teachers 
can begin to assess a child’s progress. Notes will help teachers in confer- 


ences with staff and parents. Recommendations should be made on the 
basis of sufficient evidence collected over time. 


Staff Conferences 


It is helpful for teachers to 
to gain the benefit of the thi 
outsider may be asked to obs 
add mote objective insight i 


get together to discuss individual children 
nking of others regarding each child. An 
erve and take notes on certain children to 


ective nto the handling of behavior and learning 
problems. University student observers can contribute to such confer- 


ences. Students gain from learning to relate theory to practice. Planning 


and evaluating go hand in hand as was discussed under planning in this 
chapter. 


Testing 
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place in young children during the years they are in nursery school and 
kindergarten. Regardless of numerous inadequacies, pre- and posttest- 
ing is being done increasingly in schools across the country. Perhaps 
eventually, with improvements, more confidence can be placed in the 
results of such measures. 

There are some problems encountered in the testing of young chil- 
dren. In the first place, the children are too young for the more easily 
administered pencil and paper tests that are common in upper age 
groups. When paper and pencil tests are used with kindergarteners, the 
teacher cannot be sure that the children completely understand the di- 
rections. The children may copy from their neighbor, making their test 


an inaccurate measure. 
Individual testing is time consumin 


dividual testing, too, has its drawback 
all the children, Outside testers must know tests, they must have consid- 


erable knowledge of children generally and be willing to take time to 
get acquainted with individuals before starting to test. Testers may play 
with some children several hours before the children are ready to be tes- 
ted. Even removing a child from the classroom to a testing room may 
cause anxiety and reduce motivation because the child would rather be 


back in the room with friends. 
Tests generally tend to be oriente 


g and rarely done on any scale. In- 
s. A teacher rarely has time to test 


d toward white middle-class society, 
and therefore may be seriously unfair to others. Even so, the IQ score 
obtained from tests given at a young age has very low predictive value, 
according to data from the longitudinal study by Bayley.° Frost and 
Rowland predict that “The 1.Q. will be abandoned as false and un- 
worthy—especially as educators realize that it is a sample of behavior 
taken at a specific time under limiting conditions. Educators will cease 
to attribute to the IQ. the power to predict or determine the progress of 
a child; actually, the LQ. never had such power, but it was used in a 


Perverted way." ? 


The IQ tests have been criticized because they were developed with a 


white middle-class bias that makes them grossly unfair to children from 
the other cultural orientations. Adrian Dove, a black sociologist, at- 
tempted to point this up with what has become known as the “Chitling 
Test." 8 This is a test for whites that uses black English. In a humorous 
í l bias influences one’s score on 
fashion, Dove has shown how the cultura b : 4 
a test. Therefore, until testing can eliminate such bias, one should not 
take its results too seriously. 


6 Nancy Bayley, "On the Growth of Intelligence," American Psychologist, 10:12 


(1955), pp. 805-818. I 
7 Joe L. Frost and G. Thomas Rowland, Curricula 


Mifflin, 1969), p. 435. : ] 
8 “Taking po Chitling Test," Annual Editions Readings in Human Development 


'73—74 (Guilford, Conn.: Dushkin Publishing Group, Inc. 1973), p. 298. 


for tbe Seventies (Boston: Houghton 
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If teachers expect to use test results, they should be aware of the 
shortcomings of the tests. They should know how to interpret the re- 
sults. Psychologists generally agree that it is unwise to give parents 
number scores from tests because they use them incorrectly, remember 
them inaccurately, and may use them for their own aggrandizement. 

Two examples illustrate even teachers’ confusion with test scores. A 
parent was told, “Betty didn’t do well on her math test.” The mother 
thought of the “S”? mark (satisfactory) the teacher had put on the report 
grade and asked, “What did she make on her test?" The teacher replied, 
“Only fifty percent.” On further investigation, the mother, who was 
more knowledgeable than most, found that the teacher meant that the 
child ranked at “the 50th percentaile” on math as compared to ranking 
at the “76th percentile” on her reading. The meaning of the percentile 
score was that Betty, when compared to all other children taking that 


test, scored in the middle of the group on mathematical reasoning and 
in the top one-fourth in reading. 


Another teacher interpreted a score of 56 on 
to mean that the child had an IQ of 56. The 
with considerable alarm to this report. She had worked as an aide in a 
school for retarded children and had heard IQ scores bandied about. 
She had a vague notion of how Scores were applied. When, after many 
worry-filled days, she talked to someone more informed, she learned 
that the teacher had confused percentile rank with IQ score. 

Certainly, if tests are to be used, they should be administered ex- 


pertly, interpreted correctly, and used in conjunction with other infor- 


mation, especially when recommendations regarding a child’s future are 
being made. 


a reading-readiness test 
mother naturally reacted 


Teachers must feel an obligation to re 


port to parents on their child’s 
Progress. Several methods of doing this 


are discussed in Chapter 17. 


Conclusion 


the goals must be incorporate 
Periodic, and yearly basis, 
Planning includes determining themes for activities, 


d into action on an hourly, daily, weekly, 


collecting re- 
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source materials, designating persons to be responsible for learning in 
each center, and arranging the room appropriately. 

Evaluating the program means comparing it to a professional stan- 
dard. Evaluating children’s progress means assessing their develop- 
mental level and their achievement. It also means observing their reac- 
tion to the program, determining whether they are enthusiastic or 
reluctant to participate. 

Evaluating children’s progress is a difficult but necessary part of the 
teacher’s responsibility. Reservations are suggested regarding the use of 
tests with young children. Teachers’ observation notes should be used in 


addition to tests. 
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Considerations 


> 4 


‘Teacher-Parent 
Relations 


l here is a growing con- 
sensus that efforts of home and school must be united if each child is to 
benefit fully from an educational opportunity. Hymes says, “We have 
to end the separation of home and school. Too much is at stake to let 
the foolish lack of communication persist. The left hand must know 
what the right is doing; the two hands must work together.” ! Nowhere 
in the long educational continuum is the parent-teacher relationship 
more important than in the child's early years. Being the child's first 
teacher, the nursery school or kindergarten teacher is in a strategic posi- 
tion to set the stage for early and continuing parent-school interaction. 
Fathers as well as mothers are encouraged to participate. 

When university students hear of the importance of teachers' rela- 
tions with parents, they ask: “Should the teacher be the one who initi- 
ates the parent-teacher relationship?” “How do I learn to relate to 
Parents?" *How can teachers encourage parents to help a child?" 
"What do I do if parents don't seem interested in their child's school- 


Ing?" a 
Parents too have their concerns about relating to teachers. They hope 
the teacher and child will like each other. They hope that the teacher 
knows subject matter and how to get it across to children. Parents 
Worry when problems come up. Will the teacher react to a discussion of 
a child’s failure by taking offense? Will the teacher blame the parents? 
Will they appear to be asking for special favors for their child if they 
Seek help? 

Teachers find that some parents have a very accepting leave-it-to-the- 
Experts attitude. Such parents believe, and teach their children, that 


' James L. Hymes, Jr., Teaching the Child Under Six (Columbus, Ohio: Merrill, 1974), 
P. 80. 
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“the teacher knows best.” They rarely criticize the school. Should the 
child have trouble, such parents usually feel it is deserved. 

Parents who have had little formal education are more likely to be 
tolerant, or accepting, of the school. They hesitate to go to school even 
to enroll a child. They have experienced many rebuffs in their lives and 
may have failed in school. By avoiding school, they protect themselves 
from being hurt further. They have real and imagined reasons for not 
taking advantage of a teacher’s overtures toward them. 

On the other hand, some parents expect to be involved in educational 
matters. They are concerned lest their child be unprepared for the fu- 


Figure 17-1. Short teacher-parent conferences may be held when the parent 
picks up the child at school. Appointments for longer conferences can be set at 
this time. (Michigan State University Laboratory Preschool) 


mpe FF 


2p 
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ture. If they disagree with the goals or the methods of the school, they 
say so. Highly educated parents will make more demands for their 
children. Yet they may be so busy in their business or professional lives 
that very little time is given to school matters. For instance, some 
parents say that their days are filled with meetings and that they would 
rather stay at home with their family in the evening than hire a baby-sit- 
ter in order to go out to a parents’ meeting. 

Plans for relating to children’s parents, like plans for educating chil- 
dren, must be based on knowledge of the families concerned. This 
chapter will focus on relations between parents and teacher more than 
on parent education, because of the belief that the teacher’s first task is 
tion may follow. However, the teacher may 
a meaningful two-way 
the 


to relate to parents. Educa 
derive more education than the parent. Ideally, 
dialogue will develop and be of substantial benefit to the teacher, 


parents, and the child. 


Values of Teacher-Parent Relationships 


s to build the most relevant program for each 
parents and home situation, the 
e experiences the child has had 
kground the teacher builds step- 


Each teacher wishe 
child. By getting to know each child’s 
teacher can more accurately assess th 
before coming to school. Using this bac 
ping-stones to new experiences. 

Reporting to parents on a C 
changes with parents from which teachers g 
regarding programs. 

By knowing parents, the 
forts on behalf of a child’ 
teachers can help parents use the 
further education. 

As teachers and parents get acquainted, the 
educational goals and values. Ideally, less con 


two to cause confusion in the child's mind. 
Even some highly educated parents have little knowledge of or appre- 


ciation for little children. Teachers can help all parents develop the un- 
derstanding necessary for enjoying their children more fully. 

The parent-cooperative nursery schools and kindergartens have a 
long and positive influence on parents. In addition to the objectives for 
the growth and development of the children, the cooperatives have ob- 
jectives for both parents’ growth. Parents often mention the changes in 
themselves that have occurred as a result of having their child in the co- 
Operative nursery school or kindergarten. For example, you hear 
parents commenting, “I didn’t know anything about little kids, I had 


hild’s school experience initiates ex- 
ain valuable feedback 


teachers can better encourage parental ef- 
s education. Through various techniques 
many hours at home with the child to 


y will learn of each other's 
flict will arise between the 
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Figure 17-2. The Cooperative nursery sch 
watch their child 


home environment. (Michigan State Uni 


ool provides parents an opportunity to 
participate with materials and people who differ from the 


versity Spartan Nursery School) 


couraged teachers to know 
any community resources have been coordi- 
to improve the living situation of the Head 
milies? Many child-care centers are making 


and work with parents, M. 
nated through the school 
Start children and their fa 


? Project Head Start Points for Paren 
Economic Opportunity, 1967); Proj 


ts, Booklet No. 10 (Washington, D.C.: Office of 
(Washington, D.C.: Office of Eco 
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creative efforts to communicate with the parents of the children they 
serve. 

Teachers add to their own understanding of children, parents, and 
families by making the effort to develop good relationships. Even 
though each family is unique, like the individuals in them, each experi- 
ence improves the teacher’s ability to relate to other families in the fu- 


ture. 


Parents’ Presence During 
Beginning Days 


Schools have differing procedures for introducing new children to a 
group. Most nursery schools introduce only a few children at a time. 
This procedure gives the teacher time to relate to each child and leaves 
plenty of space for a parent to stay with a child until both the teacher 
and the parent feel the child is confident enough to remain for a period 
of time without support. Parents without jobs or without other children 


children and parents an opportunity 


Figure 17-3. Parents’ night at school gives J n 
Uds ATs PRAE En : he child’s school. (lowa State Uni- 


to share the materials and environment oft 
versity Child Development Laboratory) 
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at home may prolong this introductory period longer than the child 
needs, unless the teacher is able to help parents in the separation pro- 
cess. Some feel guilty, thinking that *good" parents take care of chil- 
dren at home when they can. Or a parent may be reluctant to leave the 
child with a stranger. Therefore it is essential for the teachers to com- 
municate a regard for the parent and the child and reassure them that 
they can handle the situation. Teachers can, of course, assure a parent 
that they will call if any need arises. 

Debbie was an example of a three-year-old who was relucant to enter 
nursery school. A number of weeks were needed before she felt secure 
in the school. Her previous social experience had always included her 
mother. In fact, the parents had taken her many places but had never 
left her alone, even to stay with her grandmother. Intellectually, Deb- 
bie’s mother wanted Debbie to go to school, but psychologically she 
hesitated to leave her. The process was not rushed. Some days the 
mother stayed all morning. Sometimes she left for an hour, then re- 
turned to take Debbie home. Debbie could easily have become a nursery 
school dropout if the teachers had displayed less confidence in themselves, 
in the child, or in the mother. Eventually they were rewarded for their 
patience when Debbie stood at the nursery school door shouting, “Let 
me in,” with a smile of confidence lighting her face. 

Teachers in child care centers will seldom have the time to let a child 
adjust as Debbie was able to do. They must use every technique avail- 
able to help the child feel secure. Part of the problem is an outgrowth of 
the hurry-scurry felt in households when families are getting ready to go 
to work. Parents have mixed feelings as they rush their child off to the 
child-care center and themselves off to work. Employed parents leave 
many undone tasks which may lead to guilt feelings, 

Sometimes the child care teacher’s role is to help the parents make 
parting easier for the child. If the Parent has time to stay during the in- 
troductory phase, he or she should do 


so. If one is required to leave 
because of a job, one should 80. If the parent says “It is time to leave,’ 
and then lingers if the child cries, this teaches the child that crying will 


keep a parent longer. Parting may be difficult for both child and parent; 


but an off-again-on-again leave-taking only complicates the matter for 
all. 


Some parents may want to sneak out and leave the child at school. 


ong-run adjustment if the child waves a 
in the teacher's arms than for the 


tants may help the kindergarten 
to the new environment. 
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vith each child some time during 


Figure 17-4. Parents are encouraged to share v 
Project Head Start) 


which valuable learning games can be played. ( 


Types of Contacts Between Parents 
and Teachers 


Initial Meeting 


r first opinions concerning the teacher on very 
ps they notice the teacher at a PTA meeting. 
They may ask other parents about personal qualities, teaching ability, 
and whether their child liked the teacher. They gain some idea of the 
teacher’s patience as their questions are answered during a telephone 
call. Because teachers have a professional obligation to the public, 
they should be consistently patient, fair, and friendly with parents wher- 


ever they meet them. 


Parents may base thei 
little information. Perha 


Home Visit 


The teacher may arrange to meet the family at home. The teacher 


calls in advance and asks when it is convenient to come to “say hello" 
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and get acquainted with the new pupil. A home visit has many lasting 
values for helping the child make an adjustment to the school situation 
with a minimum of difficulty. Both child and parents will feel more at 
ease in their home than elsewhere. The home is more congenial for a 
discussion focused on the child. Before the teacher has any information 
to give, parents are given an opportunity to inform the teacher. 

The home visit can help the teacher assess the child’s psychological 
position in the home. Sibling competition or favoritism may be noticed 
as interaction is observed between family members. If the child appears 
to be overprotected, this may become apparent. Parents may volunteer 
information on a problem area as the child wanders out of the room. 

Parents and child also learn from the visit. The next time they see the 
teacher they will be acquainted. They can tell that she or he likes chil- 
dren. They can ask questions they might hesitate to ask in a strange set- 
ting or when others seem to be waiting for their turn to speak to the 
teacher. If the teacher can put parents 
visit, they will look forward to other c 
are planned as needed. For further d 
Chapter 3. 


at ease during the initial home 
ontacts. Additional home visits 
etails regarding home visits see 


School Visit 


Some teachers arran 
the school setting. This 


to learn about the child and the family. Both 
if they have had a chance to 
children are there. 

hool. They should be invited 
d, at their convenience. They 


ents were required. 
Ing a visit, 


> 
€ parent reacts by admonishing the 


may feel rejected. It is best to work 


essary in parent-cooperatives, If th 
child to *run and play," the child 
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with this feeling of possessiveness rather than against it. During a 
parent’s visit, for example, the teacher can encourage the child to give 
the parent a guided tour. The parent is encouraged to follow and sit 
near the child until the excitement wears off.? 

If other children do not seem to understand why the visitor’s child 
gets special attention, a simple explanation such as the following may 
be all that is necessary: “You know how you like to be near your 
mother when she comes? That’s how John feels today.” 


Parents’ Contribution to Program 


When teachers become well acquainted with parents they may learn 
that certain parents have talents that would interest the children if 
shared at school. Many parents are musicians or have some musical tal- 
ents that are delightful when shared with children. For example, a 
guitar-playing parent singing nursery school songs really brightens the 
children’s day. Some talents may be unusual, like the harpist mother 
who plays with the city symphony and who gave the children a musical 
treat that the teachers could never have provided themselves. Other 
suggestions have been made in various chapters. - 

In addition, parents may work where children could visit. A father, 
for example, helped arrange a visit to a TV studio where he worked. A 
Police officer parent may enjoy stopping by the school to give children a 
lesson in safety on the streets. Such contributions are very valuable and 
help bridge the gap between home and school. : F 

Parents from various ethnic groups can make worthwhile contribu- 
tions by sharing music, stories, or costumes. Or they might be invited to 
help supervise a cooking project teaching about a traditional food. 
Thus, a Chicano mother might help with tamales or a German parent 


might help with German potato salad. _ l 
When Toi brings a special exhibit, or in other ways helps with 


the program, that parents’s child should be involved in the plans for the 
day. The child can help his or her parent get materials ready or share 
the “secret” of a special event that will surprise the other children. 
Parents should be aware that one of the values of their participating in 
special events is the recognition their child receives. Plans should be 
made for the child to be a helper or to get a front-row seat. The child's 
pride in the parent's participation should be recognized as a legitimate 


feeling on the child's part. 


3 For a touching account of a mother whose child felt hurt when she had to share her 
mother widi others, read, “But You're MY Mommy," Early Years, 4:6 (February 1974), 
pp. 52, 62-63. 
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Casual Visits 


Many casual visits between teacher and parents take place as children 
are delivered and picked up at school. Visits also may occur in the 
supermarket or at social events. At such times the teacher can report 
pleasurable moments the child has had in school. Parents may report an 
unusual family event that aids the teacher when working with the child 
during the day. The teacher must focus attention on the children and 
the other parents who are coming and going, leaving little time for dis- 
cussing difficulties a child might be having. However, an appointment 
for a conference can be arranged, or the teacher may a 


sk the parent to 
call when it is convenient to talk. 


Telephone Conversations 


It is a rare parent that would abuse the teacher’s invitation to “Call 
me whenever there is any problem that concerns your child and school. 
If I can be of help I want to be.” The “on-call” attitude of professional 
teachers separates them from nine-to-five workers. Teachers know that 
children sometimes go home confused or with real or imagined slights. 
They may leave a dearest treasure at school. A call to the teacher can 
straighten things out so that the family’s evening goes smoother. Parents 
should feel that it is all right to call the teacher at home. 

Some parents in our mobile society live far away from family or 
friends with whom they might discuss their children. A call to the 
teacher may help that parent think through some difficulty. Teachers 


can encourage friendships between parents, which will help alleviate 
the loneliness of a parent in a strange city. 


Individaal Parent Conferences 


For example, one kindergarten teacher checked 
on the report card of Charley, 
teacher mentioned this problem 
tion might have been noticed 
have helped the child improve his 


“lacks social skills" 
a quiet, withdrawn child. Had the 
to his parents, their defensive reac- 
and remedies suggested that would 
social skills. However, the report card 
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merely went home to the parents, who reacted by punishing the child. 
They kept him in the house every night after school instead of allowing 
Charley to play in the courtyard with his friends of the neighborhood. 
Surely the parents reacted in the worst possible way to the teacher’s 
good intention. For the child’s best interests it would have been better 
to have discussed the problem with his parents along with suggestions 
for helping the child. 

Parent conferences require planning. The teacher must conscien- 


tiously think through each child’s progress. Examples are needed to 


support conclusions regarding growth in each area. The teacher may 
Pp g 88 


find the conference more helpful for learning from the parent about the 
child and the impact of the program than it is for reporting. Conferring 
with parents requires different skills than teaching children, and 


teachers should spend some time developing those skills. 


Regular Conferences 


are the rule rather than the exception, 


When parent conferences ; 
anxiety. With this procedure all 


parents will approach teachers with less l 
children—not just those with adjustment problems—receive the benefit 
of thinking and help from those two very important influences in their 
lives. The following letter is an example of the invitation to a confer- 


ence that parents receive: 


Dear Parents, m ; 
Now that we have had two months of school, I d like us to get together 
so we can talk about how your child has been getting along since school 


started. Private conferences are being arranged with each child's a 
This conference and others will be used in place of buon ew cards. 
i c < at 2: .m. in m 

Your conference is scheduled for next week Nov. 2 at p.m. y 
office—106 Wilson School. If this hour is inconvenient, you may trade 
with another family or call me (345-9996) for a better time. 

Volunteers will supervise your children in the classroom during our 
conference. As you recall, to enable teachers to hold conferences, there is 
no school during the afternoons next week. 

Please do not alarm your child about this conference. You can say, 
“Your teacher and I are going to talk about what you like at school. 


What shall I say?" , £o : 
Of course, both parents are invited to the conference when it is possible 


fo both to attend. ^ 
P YE Sincerely, 


Mrs. Verna Hildebrand 
Teacher 
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Note the content of the letter. The date, hour, and place of confer- 
ence are stated clearly. The letter suggests some flexibility by ae 
parents exchange times or call for a change in schedule. The purpose : 
the conference is stated, as is the fact that all parents are involved. 
Baby-sitting has been arranged that will help parents solve one problem 
they always have when the child is not in school and when they may 
have several younger children. Also of importance is the advice regard- 
ing interpreting the conference to the child. Having worked to develop 
rapport with a child, the teacher would hope that the parents would not 
say, "Your teacher is going to tell me how bad you've been.’ 


Purpose 


The teacher's purpose for arranging the private conference is to learn 
the parent's impressions of the program, to gain a better understanding 
of the effect of the program on the child, to get more information about 
a child, and to encourage parents' understanding and support of the 
program. 

Parents will feel some obligation to attend conferences. The confer- 
ences should not be threatening to the parent. Discussion is kept to the 
stated purposes unless parents indicate other things they wish to dis- 
cuss. 

Parents will be anxious to know how the child does in school and 
how he or she relates to other children and the teachers. They may want 


some indication and reassurance that the child is a good learner. They 
may be concerned with reading or writing. 


Preparation 


alleviating a difficulty, 
Teachers should avo 


pletely surprised when her 
er she and her husband were 


plied, “No. Why?" Then the 
teacher explained that their daughter was acti 


Procedure 
When the teacher has called 


the conference, the discussion starts 
something like, “Now that we've 


had a few weeks of school, I thought 
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it would be helpful for us to talk together. How do you feel things are 
going for Jack?” This question is usually easy for parents. They talk 
about things the child likes. The teacher can then ask, “How about 
things that have bothered Jack—things he didn’t like? Do you think 
he's getting too tired?" By inviting negative reactions the teacher lets the 
parents know that suggestions as well as praise are in order. 

Nearly all parents enjoy talking about their child to someone who 
wants to listen. During the first conference the teacher would hope to 
convince parents of deep interest in the child, an awareness of what the 
child has been doing at school, also sincere respect for the child and 


parents. 


Facing Problems 
Most parents are grateful to teachers who bring their child's prob- 


lems to their attention. Problems can develop without being noticed by 
parents. Parents often praise a teacher for helping them work through a 
problem. Common, too, is criticism of teachers who wait until difficul- 
ties are full-blown before mentioning them. The teacher's solution is 
usually not to ignore the child's problems but to think through possible 
nd solutions before calling parents in for a confer- 
ence. If parents and teacher know each other through many pleasant in- 
stances, and mutual trust has developed, each can weather discussion of 
a child's problem without personal threat unless one of them has deep- 


seated problems. 


meanings, causes, a 


Avoid Blaming Parents 


While talking with parents, it is of greatest importance to avoid 


arousing their defensive feelings. Such feelings are aroused if the child is 
criticized. There are ways of stating a concern regarding a child's behav- 
ior without fixing blame or being angry or annoyed. When too force- 
fully confronted with a child’s problem behavior, the defensive parent 
may deny that the child behaves that way at home and suggest that the 
behavior must be the product of the school situation. Then comes the 
teacher’s turn to be defensive. Sometimes the teacher may better say, 
after citing examples, “These are the things we see. Do you have any in- 
dication as to why John feels this way at school? Not having to defend 
themselves, parents may volunteer the information that they are having 
similar problems at home. . f 

Parents may say, “I know I’m to blame. To which the teacher can 
say, “Rather than fix a blame, let’s think together about how we might 
remedy the situation. Now, here at school we've tried [enumerate a few 
examples]. Is there something like that you might try at home?” Such a 


discussion suggests possible solutions for examination. Parents can real- 


ize that problems have various solutions and they can try one that fits 


their situation. 
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Parents often have the feeling that teachers just couldn’t know how it 
is to be in parental shoes. As teachers grow in experience and draw on 
the experience of others, they may help parents realize that other 
parents before them have solved similar problems. Of course, teachers 
avoid using names or current classes for examples. 

Teachers should be humble. it is extremely difficult really to know the 
family situation. There is very little that is clear-cut. An outsider should 
recognize uncertainties when giving advice. Parents’ self-confidence 
must be protected and bolstered. If the conference is to be of any help 
to the child, the parents must have hope for succeeding as parents. 

When parents request a conference, they are often ready to deal with 
some problem they face with the child. Again the teacher’s role is more 
that of a listener and a suggester of alternatives than a giver of answers. 
The teacher should be willing to refer parents to other professionals 
whose training, experience, and available time leave them better 
equipped to cope with people who have problems. 

A file of referral agencies should be on every teacher's desk. When 
teachers decide to make a referral, they should make some preliminary 
contacts with the agency in order to be able to give precise information 
to parents. Parents need to know where to go, when to go, what it will 
cost, and something about the personnel and procedure used. If the 
teacher knows the professionals in the agency by name and can per- 
sonally endorse their qualifications, parents are more likely to follow 
through with the referral. Parents are understandably reluctant to face 
new people with their personal problems, 

The teacher has the professional obligation to protect the confiden- 
tiality of personal information.the parent reveals. Any notes the teacher 
makes should be kept private. Therefore information that is available to 
students and parent volunteers necessarily omits certain personal facts. 

Occasionally in conferences and 
mation about or is critical of other 
macy while turning the discussion 
Parents occasionally ask university 


casual visits one parent seeks infor- 
parents. The teacher must use diplo- 
back to that parent’s own situation. 

student helpers about other children; 
students, too, must learn to handle such comments and avoid discus- 
sions that might be construed as gossip. Any information about the 
children should be discussed in a professional manner and in a profes 
sional setting. 


Group Meetings for Parents 


; year may help parents get acquainte 
1 oe other. The teacher may use the meeting to discuss goals for 
the children and outline the ways the school expects to meet these goals 
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The needs and interests of parents will determine how many orga- 
nized meetings are planned. The teacher may leave this decision up to 
the group. The teacher may encourage them to organize their own 
group, elect a chairperson, or appoint a committee to plan future pro- 
grams. The more the parents are part of the planning process the more 
interest they will have in attending meetings. Involvement of both fa- 
thers and mothers is important. An effort must be made to adjust meet- 
ing hours so as not to exclude working fathers or working mothers. 

Some schools plan workshop programs that involve the parents in 
learning about nursery school or kindergarten activities. For example, 
the parents may meet, mix finger paints and play dough, then use the 
materials to further their understanding of the creative experiences their 
child is having at school. Some groups plan programs using films or 
speakers to stimulate their exchange of ideas. They may prefer small- 
group discussions in which the focus is on their specific child-rearing 


problems. 


Occasionally the topics parents suggest for meetings seem far re- 


moved from the child in the school. For example, parents may suggest 
meetings on meal planning, sewing, fashion, hairdressing, or even jew- 
elry making. In the long run, these meetings may be helpful in develop- 
ing rapport between home and school. Even when the teacher is unable 
to be a resource person for such topics, the group can be helped to 
locate someone who can. Through meeting the personal needs of 
parents, the child’s needs are often served. If the parents are given a 
Positive experience in the school, there will be a good chance that their 
interest will eventually focus more directly on the child. ay 

Once a meeting has been planned, the teacher can help advertise it. 
Several notices can be sent home encouraging parents’ attendance. First 
notices will encourage parents in advance to reserve that date on their 
calendars. On the day of the meeting another notice can remind them. 
Through personal contacts interest and enthusiasm can be aroused for 
the meeting. A committee of parents can contact others to encourage 
participation and offer transportation. Through such personal contacts 
parents will feel that they are wanted in the group. 

Name tags help parents get acquainted and can help to break down 


: à 
formality because people can more readily use each other's names. It 
may help to put Estelle Jones—John’s mother on the name tag so that 
other parents can associate the mother with a name they may have 


heard their child mention from day to day. It is a common joke among 
Parents that they lose their identity once their child goes to school. 
Because young children rarely know each other’s last names, they refer 
to adults as John’s mother or Bettie’s daddy. 

Better attendance results when baby-sitting is arranged. Transpor- 
tation may also be a problem for some parents. Some schools hold 
meetings during the child’s school hours. Extra volunteers supervise a 
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children’s program while the teacher and parents meet in another part 
of the building. A space may be arranged for infants and toddlers, or 
little ones may accompany parents to the meeting. This latter practice 
may cause some distractions because of the needs of the child. N 

Evening meetings may not be well attended because of baby-sitting 
problems. When children must be brought to meetings, their bedtimes 
are delayed. Some teachers hold early evening meetings so that parents 
can return home again for their children’s usual bedtime. 

Some groups use gimmicks to attract parents to meetings. Gimmicks 
may be door prizes, recognition for the child’s classroom, or perfor- 
mances by the children. Although gimmicks might be used occasionally 
to attract parents who cannot seem to be interested in other ways, their 
long-range value is questionable. Likewise, the threat that the child will 
be deprived of a place in the school if the parents do not participate is 
also questionable. A better way of attracting parents to meetings is 
through the personal interest of the teacher and other parents. When 
personal contacts are adequately made, a friendly atmosphere prevails, 
and if parents feel the program meets their needs, they are likely to 
make an effort to participate. The teacher’s first meetings and first con- 
tacts set the stage for parents’ participation. Well-planned, relevant pro- 


grams are essential for good attendance. 


Figure 17-5. Parents con- 
tribute to the “hidden cur- 
riculum" as they read to 
the child at home. Children 
with such encouragement 
at home will seldom have 
reading problems. . 
(Michigan State University 
Laboratory Preschool) 
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Parent Effectiveness Training (P.E.T.) is a course or set of experiences 
designed by Thomas Gordon? to help parents with their interactions 
with their children. Sometimes these courses are offered to parents by a 
parent-educator or a mental health consultant. Aside from learning 
some fruitful ways to deal with their youngsters of various ages, the 
Participants gain from sharing their problems with parents having simi- 
lar concerns. The techniques also have relevant applications to teaching 
children in the classroom. 

_ Each chapter of Part Two of this book has suggested ways of involv- 
ing parents in that particular area of the curriculum. Each curriculum 


area offers numerous possibilities for parents’ meetings. 


Printed Communication for Parents 


Teachers usually rely on duplicated letters to inform parents of school 
warm style will encour- 


affairs. A brief letter written in an interesting, 
age parents to read it and to feel that it was written especially for them. 
Underline dates that are to be remembered. 

Through letters the teacher can support other community agencies 
and their programs for families. The exact hours of a public health 
clinic might be important to some parents. Information on the hours the 
Public library is open and when the children’s story hour is held is help- 
ful to parents and encourages library use. Parents can be reminded 
about musical events, art shows, exhibits, and lectures that are relevant 
to the many facets of the educational development of parents or chil- 


ren. 
To emphasize to the child and to the parents that these letters are im- 
hey are sealed in enve- 


Portant, the teacher gives them special care. T 
lopes containing each child’s name. The name helps the teacher keep 


track of undelivered letters. The letter can be attached to the child’s 
Coat with a safety pin. Children enjoy the responsibility of serving as 
et ^ 3 

mail carriers” between their teacher and their homes. 


Booklets and Newsletters 


One form of written communication parents really appreciate is a 
newsletter or a booklet of class-related materials prepared by the 
teacher, duplicated, and sent home to parents. Some teachers prepare 
communications once a month, and others prepare them two or three 


5 Thomas Gordon, P.E.T.: Parent Effectiveness Training (New York: Peter H. Wyden, 


Inc., 1970). 
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parent education the teacher will still need to maintain the relationships 
that have been discussed in this chapter. The work of any specialist 
should be incorporated into the planning for the class; therefore com- 
munication between the teacher and the parent-educator is essential. 


Conclusion 


Teacher-parent relationships are of utmost importance in the educa- 
tion of the young child. When the school and home are closely united, 
the child will more likely be able to reach fullest potential. 

Teachers will take the leadership in initiating contacts with parents. 
They will maintain an open, friendly approach to parents, yet remain 
professional at all times. 

The teacher will value relationships with Parents as a teaching experi- 
ence and, perhaps even more im 
respect to the child and parents. 


Plans for the parents, like plans for the children, will be made after 
their needs and interests have been determined. The teacher may initiate 
some meetings while leaving others up to the leaders of the group. 

Teachers should be prepared to explain to the administrators of their 
schools the importance of developing relationships with parents. 


Portant, as a learning experience with 


Figure 17-7, During a home visit the teacher may observe how an older sibling 
relates to the younger child, 
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Teachers should seek recognition that their work with parents on a one- 
to-one basis as well as on a group basis makes an important contribu- 


tion to each child's education. 
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The Worlds 
Children 


- To affection, love, and understanding. 

- To adequate nutrition and medical care. 

- To free education. 

- To full opportunity for play and recreation. 
To a name and nationality. 

- To special care, if handicapped. 

- To be among the first t 

- To learn to be a useful 
abilities. 

9. To be brought up in a spirit of 

- To enjoy these rights, regardle 
tional, or social origin. 


o receive relief in times of disaster. MES 
member of society and to develop individua 


9o MO CA dA 0 F2 


peace and universal brotherhood. 
ss of race, color, sex, religion, na 


UN Declaration of the Rights of the Child 


In 1979 these ten Rights of the Child were reaffirmed worldwide dur- 
ing the celebration of the International Year of the Child. These rights 
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Global Interdependence 


World problems in the news today are now about as close to home as 
local problems were a century ago. There is a rapidly growing recogni- 
tion of the interdependence of the welfare of the children of the world, 
and that basic human rights extend to children regardless of the region 
of the world in which they are born. The spherical spaceship, Earth, 
inhabited by children and parents, is like an apartment house. What 
happens on one side of the global house affects children on the other 
side and vice versa. There is no place to hide from repercussions. This is 


true whether we speak of problems concerning environmental contami- 


nation, economics, conservation of resources, or the health and well 


being of people. For example 


ironmental contamination, radioactivity from 


1. With respect to env 
s rapidly and contaminates the 


atomic explosions in one area spread 


atmosphere of the entire planet. 
2. With respect to economics, inflation or depression in one area soon 


extends damaging effects around the world. 

3. With respect to conservation of resources, the world shortage of pe- 
troleum requires global conservation so all areas of the world and 
future generations may enjoy some of this scarce natural resource. 
Even population growth must now be studied concerning its impact 
on scarce natural resources and on environmental pollution. 

4. With respect to health and wellbeing, contagious diseases, if un- 
checked, will spread around the world to the detriment of all. 


P 


Multi-Cultural Understanding 


ood teachers are attempting to gain 


greater knowledge of the world’s families and of world affairs in order 
to teach children more effectively for the century ahead. A current trend 
attracting the attention and support of many educators is the develop- 
ment and introduction of multi-cultural information, global perspec- 
tives, and aspects of global interdependence into the curriculum for 
each age group. E 
Within most countries of the world educators are recognizing and 
beginning to value cultural pluralism—the richness and diversity of 
their populations. Children and their cultures can properly remain 
unique with basic human rights extended to all individuals. While pre- 
vious policies and socialization may have pressed for almost complete 
denial of ancestral roots, families now are increasingly free to choose to 


Many of today's early childh 
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retain and cherish their roots. There is a growing belief that families can 
be free to maintain links with their ancestral culture and still prepare to 
function well in modern society. (Of course, over many thousands of 
years each family probably experienced many ancestral cultures.) A 
ty does not need identical human beings—only 
a recognition of a common humanity is needed to promote the general 
welfare, i.e., unity can coexist harmoniously with diversity. Intelligent 
vorld safe for differences and enrich society 


application can make the v 
at the same time. One can simultaneously be a citizen of a local, state, 
d enjoy to a still greater ex- 


national, and international community an 
tent the benefits of diversity, unity, and progressive change for the im- 


proved welfare of all. 
To be able to teach more intelligently about cultures other than one’s 


own, teachers are making efforts to expand their horizons by study and 
travel, and by cultivating friendships with families from various cultural 
groups. For instance, opportunities are increasing for educational travel 
for students and teachers. Some scholarships are available. Many stu- 
dents spend a term or two in overseas programs operated by their own 
or foreign universities. Some early childhood students have taken the 
opportunity to do their student teaching in overseas locations. Students 
participate in activities abroad, such as the American Friend’s Service 
Committee’s volunteer work, various student exchange programs, and 
the Peace Corps; thus, gaining valuable educational experience with 
families in cultures different from their own. 

Students from countries around the world are enrolled on most uni- 
versity campuses and are delighted to share their cultural heritage and 
insights with students of their host country. These foreign students are 
often pleased to visit child care programs and to help provide cross-cul- 
tural experiences for young children—a significant educational con- 
tribution to world understanding. On some campuses international 
centers or organizations facilitate the interaction between American 
students and those students from other countries. These centers may 
also collect and disseminate information to teachers and to teachers-in- 
training regarding various cultures—perhaps through a library, an 
organized lecture series, films, cultural nights, and the like. On some 
campuses International Houses provide a multi-cultural meeting and 
living environment and sponsor sessions for learning about various cul- 
tures, including excellent opportunities to learn and practice many lan- 


guages. . Ar ; 
Teachers will find that as their sensitivity and understanding of other 
cultures increases so does their effectiveness in communicating with 


modern progressive socie 


Figure 18-1. A child care center in London, England providing full-day care for 


children of working parents. 


Figure 18-2. Young chil- 
dren of the People's Repub- 
lic of China often sing, 
dance, and practice body 
exercises in school. 
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- à à 
Figure 18-3. Children in Minsk in the S 


jungle gym as do children elsewhere in the world. 


ing some sheltered outdoor play space was 
centers. 


oviet Union delight in climbing on a 


A car-port style roof provid- 
common in a number of child care 


others and teaching others about various cultures. Cultural sensitivity is 
also gained and practiced as oné interacts with minority groups at home 
and need not be thought of as dealing only with overseas cultures. 


Child Growth and Development 
Across Cultures 


ho analyzed many studies of physical growth 
When we com 
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oping world approximate 12 percent in height and 30 percent in 
weight. Differences in physical growth of preschool children associated 
with social class are much greater than those that can be attributed to 
ethnic factors. . ."! Thus, the Werner analysis indicates children grow 
d the world if malnutrition and disease are 
not present as pre- or postnatal factors affecting development. 

In studying languages among children in many different language 
groups, Dan Slobin says, “Children in all nations seem to learn their na- 
tive languages in much the same way. Despite the diversity of tongues, 
there are linguistic universals that seem to rest upon the developmental 
universals of the human mind. Every language is learnable by children 
of preschool age, and it is becoming apparent that little children. have 
some definite ideas about how a language is structured and what it can 


be used for . . ."? 


in much the same way aroun 


Early Childhood Education Around 
the World 


Som ms for youn children's care and education began in 
kore rhe 18005, 2 is diated in Chapter 19. Prominent leaders 
were Robert Owen in England, Frederich Froebel in Germany, the Mc- 
Millan sisters in England, and Maria Montessori in Italy. Today one 
finds evidences of those early roots as one visits in early childhood pro- 
grams in various countries. For example, some teachers will indicate 
that they follow the philosophy of Montessori or Froebel. T oe 

Austin, reviewing early education ine eight aac pe p m 
ada, France, Germany (F.R.), Italy, the Netherlands, Swe len, u 
and Wales—writes that in all except France and Belgium, “Early child- 


hood education tended to be adopted by the middle class who on af- 
ford it while the provision for the poor was reduced. Mp AS 
that in Belgium and France most of the funding roa rof ea 
tional government, guidelines are set at the nationa Ae s, and g 
portion of all children above age three receive early education. 

Austin also reports 


that the regional governments of Canada and 
Germany (F.R.) control education an 


d have laid down the guidelines. In 
i he cost of run- 

th hile the national government pays t 
p ons ue hi control is more localized. In Sweden and Italy the 


1 Emmy Elizabeth Werner Cross-Cultural Child Development (Monterey, California: 
T ied. the Around the World," Psychology 
odor We i icu in Readings in Human see iod MS edited by Anne 

ilbrid i i : i ishing Group, Inc., » p; 272. 
d Pet tard rw Eight Countries," International 

ilbert R. Austin, 
Journal of Early Childhood, 5:2 (1973), pP- 167-168. 


Figure 18-5. A Head Start 

class in San Juan, Puerto 
ico appears similar to its 

Stateside counterparts. 
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great majority of preschool education is financed at the local level and is 
controlled locally.* 

In England, “Facilities for informal education and play for children 
aged two to five are provided free in public sector nursery schools and 
nursery classes in public sector primary schools. Classes for young chil- 
dren are also available in a few independent schools and a large number 
of ‘preschool play groups’ organized by voluntary organisations or by 
groups of parents. Apart from children only just under five, the propor- 
tion of children aged two to four who attend public sector schools 
remains low (the supply of places being inadequate to meet the demand 
for them) though attendance, and particularly part-time attendance has 
been increasing very rapidly in recent years. Compulsory education 
begins at five when children in England and Wales go to infant schools 


or departments . . ."? 
Four countries are o 


commitment to support and extend c : ; 
tries are the People's Republic of China, the Soviet Union, Israel, and 


Cuba. Each of these countries places early childhood education in high 
regard and believes that the child care programs they provide for young 
children are important for the health and education of these youngest 
citizens and for developing national strengths. However, even in these 
countries many children do not attend child care programs. Though 
mothers typically work outside the home in these countries, much child 
care comes from grandparents if they are near by. m 

The Chinese government has taken considerable responsibility for 
providing nurseries and child care centers for infants and young chil- 
dren. Many of these facilities are attached to the factories where 
members of a child's family work. It is easy for the mother to drop by 
the nursery to nurse the infant, for instance. Most mothers do work 
outside the home; however, some infants remain in the care of their 
grandparents rather than attending a child care center. This work gives 
grandparents a useful occupation which is important in the Chinese cul- 


ften cited as examples of major governmental 
hild care to children. These coun- 


ture. , 
n the schools. In one center where this author 


There is lots of singing i 
visited, upon walking through the various rooms occupied by two or 
three adults with a group of children, the children could be observed 


standing by their seats and singing while the teacher played on an elec- 
tric organ. Well organized programs were presented by the school, com- 
plete with costumes and well-choreographed dance routines. The words 
to songs and the dances depicted political themes and current concerns. 
For example, one depicted the barefoot doctors while another dance 
showed children “carrying fodder to the pigsty.” Kessen characterized 


4 Ibid., p. 168. 


5 Education in Britain, British Information Services, 1976, p. 5. 
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the Chinese nursery children as “docile and conforming, displaying little 
of the restlessness, rough and tumble, grabbing of property, or pushing 
and striking peers that are common in American homes or nursery 
hools.”’ 5 
My observations fitted with Kessen’s descriptions. The healthy ap- 
pearance of the children was also impressive. A woman colleague who 
spent three months in China and who had Opportunities to visit many 
homes mentioned that small children were handled a great deal, being 
passed around a room of adults, jostled on numerous knees, 
to frequently. It should be remembered that the press of p 
ever-present in China, on the Streets, in child-care centers, and in homes 


where many people occupy a small space. Sharing limited space is a part 
of socialization from the beginning. 


Bronfenbrenner, an Ameri 
visiting scholar in the Soviet 
that the Russian child care p 
of all Soviet children under 
six year olds. The enrollm 
places available.7 


and spoken 
opulation is 


can child development authority, was à 
Union in the 1960-1967 period. He wrote 
rogram at that time served over 10 percent 
two years and about 20 percent of three to 
ent was limited chiefly by the shortage of 


common good. The emphasis 
portion. “Training in self. 
quires greater and greater 
signed to the children beco 

As an observer in a num 
les, on collective farms, an 


on chores or work comes through in this 
control, courtesy, and respect for adults ac- 
significance at this age level. The chores as- 
me more involved,” 8 

ber of Russian nur 


sery schools in several cit- 
d state farms, I was 


impressed with the health 


é William Kessen, (ed.) Chi 7 
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and liveliness of the children and the cleanliness of the environment. : 
many instances teachers did not know visitors were coming but the 
child care facilities were always orderly and clean with good programs 
and teachers. Outdoor activities were emphasized in the centers visited. 
A protective roof (similar to an open carport) provided a nice outdoor 
place for storytime and other activities, thus keeping the children out in 
the fresh air for longer periods. 

In the Israeli kibbutz, according to Marcbls and Robinson, the com- 
munal care of children has been customary even to the extent that 
caregivers care for children at night. The infant enters the infant house 
at about four to nine months of age. The infant house accommodates 
15 to 20 children. Babies are placed in groups of five or six. When the 
child reaches the toddler age he or she is transferred to a toddler house. 
At about three years of age the child begins Cooperative group activities. 


The activities provided are similar to those of many U.S. child-care cen- 
ters." 


In parts of Africa, for exam 
many children from upper in 
kindergarten and kindergart 


agency personnel expressed t 
for children of low-income 
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come families are enrolled in private pre- 
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of the University of Lagos in Nigeria. In a 1975 survey of 824 working 
mothers she found that, as a result of difficulty finding relatives or 
domestic help to care for children, “working women of Lagos are — 
ing to commercial businesses, largely unregulated by government ag 
cies to take care of their children." 10 e 
Another alternative Fapohunda suggested was voluntary d 
with other women to provide child care. This could be the beginning o 
a cooperative child care movement. As an economist, one of Fapo- 
hunda's concerns was more equitable economic development benefiting 
women and the country as a whole. . 
In Kenya in East Africa the separation between preprimary education 
and child care was pointed out by educators—child care being primarily 
a caretaker function in the domain of a welfare or social agency while 
preprimary education becomes primarily an educational function in the 
domain of an educational agency. This separation is common in many 
parts of the world, including the United States. In visiting a residential 
school for orphaned children in Nairobi, I learned the children lived in 
family groups with a house parent. Siblings stayed together and helped 
each other. In another school, care was being provided for handicapped 
children. Young children suffering with the effects of polio were ob- 
served here—a startling reminder of a generation or so ago when epi- 
demics of this dread disease were common in all countries. With inter- 


nationally coordinated public health and immunization programs many 
feared diseases threatening children and families can probably be 
eliminated world-wide. 
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of course, requ 


rt. 
A variety of private schools are available. In the capital cities where 
embassy personnel and usiness people from a variety of countries live 
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fiting from the multi-language approach used. About half of as 
program is taught in the local language with the other half in anoth 
cem Rico many children have benefited from Project Head Start 
according to teachers, directors, and involved faculty from the Univer- 
sity of Puerto Rico with whom I visited. Head Start teachers throughout 
the island receive training similar to the training and support that 
stateside Head Start teachers receive. 

Upon visiting a Head Start center one notes typical early childhood 
educational experiences led by dedicated teachers. The children were in- 
volved with books, blocks, and dramatic play, for example. . 

Japan's educational system is extremely competitive beginning in the 
early childhood years, according to several educational authorities. 
Families compete for places in the best schools which then track the 
children into lifetime jobs and connections upon graduation. A common 
practice is that boys and girls attend nursery school and kindergarten 
together, then are segregated in elementary and secondary schools. Jap- 
anese teachers report that children especially enjoy art materials in bril- 
liant colors. Creative drawings are commonly seen in the schools. ] 

Visiting in a kindergarten in the city of Kyoto, Japan, I was immedi- 
ately impressed by the extensive display of children's creative drawings 
and paintings. The lively children made many efforts to communicate 
though the language barriers were formidable. 
Birthday" in English and several English advertising jingles they’d 
learned from television. Though they were not able to speak English 


and I could not speak Japanese, communication did take place through 
singing and body language. I watched them use puzzles, blocks, and pic- 
ture books. The class moved ou 


tdoors and demonstrated their routines 
of marching in various formations on the playground. In a Tokyo kin- 
dergarten children were observed doing creative movement in response 
to music and children listened attentively to a story. Classrooms were 
attractive and well-equipped. 


They sang “Happy 


Conclusion 


The numerous similarities among children around the world are in- 
deed the most striking di 


ing. By comparison the differences among the world’s children are few- 
Children grow, learn, laugh, love, and cry much the same the worl 
around. Differences in income levels of parents apparently account for 


Figure 18-9. Children in child care groups in Panama City, Panama. 
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more differences among the world’s children than does culture or na- 
tionality. The basic needs of the children are universal. 

The children of today will become the world’s leaders of tomorrow. 
Throughout the world all of these precious human resources must be 
nurtured and activated to solve serious world problems. May the chil- 
dren’s bright lights of love, laughter, and learning shine more brightly 
around the world throughout the years ahead and light the way to a 
more just, peaceful, and happy planetary home. 
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Figure 18-10. Top and middle—Japanese children of a Buddhist kindergarten 


in Kyoto, Japan preparing to sing for visitors. 
Bottom—Children in a Tokyo, Japan kindergarten painting a mural. 
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The era of nursery school-kindergarten education that heavily influ- 
enced the American movement occurred in early nineteenth-century 
Europe. Mothers and older siblings were going off to work, leaving 
small children uncared for. The first institution for the children of 
working mothers was founded in Germany in 1802.5 

Friedrich Froebel (1782—1852), a German philosopher, believed that 
educating children was similar to cultivating plants, and so he coined 
the term kindergarten meaning “garden of children." He founded the 
first kindergarten in 1837.* Froebel's philosophy was naturalistic. He 
felt that children should be allowed to play, but that teachers could ar- 
range play for them that developed their minds, bodies, and senses. 
Froebel had become convinced through work with older boys that their 
problems were really rooted in their earlier experience. In 1817 he ad- 
mitted boys just three years old to his school. Froebel's writings later 
provided the philosophy for the kindergarten movement in America.* 

Another historic early childhood education movement occurred in 
Scotland in 1816, when Robert Owen, a socialist, established an infant 
school. In France in 1833 Jean Frederic Oberlin founded a nursery 
school. Créches were organized in Vienna, Austria, in 1847; in Spain in 


1855; and in Russia in 1864.6 


The McMillan sisters, Rachel and Margaret, organized the first En- 


glish nursery school in London between 1908 and 1910. The Mc- 
Millans’ school and writings were inspirations for American schools.” 
Dr. Maria Montessori, founder of schools bearing her name, was 
born in Italy in 1870 and died in 1952. She was trained before the turn 
of the century as a medical doctor and psychologist. Her major work 
centered around training feebleminded children in an Italian slum hous- 
ing project. Her teaching stressed cleanliness and self-help. She designed 
numerous tasks and felt that children should learn these tasks in a 
designated sequence. She appears to have been quite successful in get- 


ting children to learn. 


Montessori schools using Montessori methods and materials have 


continued to be formed throughout the world. Some of these schools 
seem to hold a semimystic faith in Montessori’s ideas. Surely Dr. Mon- 
tessori would make some changes if she were alive today. She was a 
woman ahead of her times. Probably such a creative woman would use 
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States in 1854. There wage-earning women left their children (ages six 
weeks to six years) for as long as twelve hours.!? 

The first American kindergarten was founded in Wisconsin in 1856 
by Mrs. Carl Schurz, who had been a student of Froebel. The kin- 
dergarten was taught in German. Mrs. Schurz's husband, an editor and 
later a senator, was a leader of the German element against slavery. The 
first kindergarten for English-speaking children was organized in Mas- 
sachusetts by Elizabeth Peabody in 1860. These kindergartens were 
organized under private auspices. In 1873 the first public-supported 
kindergarten was established in Saint Louis. Patty Hill of Teachers Col- 
lege, Columbia University, and Alice Temple of the University of Chi- 
cago were early American leaders in nursery-kindergarten education. +? 

Lizzie Merrill-Palmer, in her will of 1916, provided funds for es- 
tablishing a center in Detroit to train girls for motherhood. +? Today the 
Merrill-Palmer Institute enrolls both men and women and contributes 
outstanding leadership to studies of children and families. 

The Laura Spelman Rockefeller Memorial provided for increased em- 
phasis in child-centered research when in the 1920s it was used to spon- 
sor child study centers at a number of major universities. The University 
of California, the University of Minnesota, Columbia University, and 
Yale University were four involved.?? Early research supported the idea 
that nursery schools contribute to the child's physical progress as well 
as to his ability to respond to intelligence tests. Children who had be- 
havior problems seemed to be helped when attending nursery qe 
Nursery schools were looked upon as a supplement to the home an 
not a replacement of it. 

In the years between 1920 an 


the United States grew from 3 to 262.™ | | hs 
The first White House Conference concerning children was called by 


President Theodore Roosevelt in 1909. Since then conferences have 
been called by each President at the beginning of each decade. Out of 
the first conference came the recommendation for and subsequent orga- 
nization of the Children’s Bureau, which was first housed in the Depart- 
ment of Commerce and Labor. It is now housed in the Department of 


Health and Human Services. 
The final meeting of the 1930 


d 1930 the number of nursery schools in 


White House Conference was reported 


e " op. cit. 
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in The New York Times, November 20, 1930: “Dr. F. J. Kelly of pass 
versity of Chicago summarized the needs of the child in a machine = 
expressed opposition to lock-step education and supported the sta : 
ment that the cardinal principle in education should be the iie api 
of each child to his or her highest level of attainment because k e 
danger of a dead level of mediocrity is more grave in a democracy than 
in any other form of government.” ” 15 , - 

Also reported in The New York Times was a classic document tha 
came out of the 1930 Conference. It was The Children’s Charter, repro" 
duced here so that the reader can see that many of the 1930 problems 
are with us today—especially when one thinks of the world as the com- 
munity and of our increasing concern for the world’s children. 


CHILDREN'S CHARTER !5 


1. Every child is entitled to be understood, and all dealings with him 
should be based on the fullest understanding of the child. ] 

2. Every prospective mother should have suitable information, medi- 
cal supervision during the prenatal period, competent care at confine- 
ment. Every mother should have post-natal medical supervision for her- 
self and child. 

3. Every child should receive periodical health examinations before 
and during the school period, including adolescence, by the family physi- 
cian or the school or other public physicians and such examinations by 
specialists and such hospital care as its special needs may require. 

4. Every child should have regular dental examination and care. 


MEASURES FOR PROTECTION 


5., Every child should have instruction in the schools in health and in 
safety from accidents, and every teacher should be trained in health pro- 
grams. 

6. Every child should be protected from communicable diseases tO 


which it might be exposed at home or at play, and protected from impure 
milk and food. 


7. Every child should have proper sleeping rooms, diet, hours of sleep 
and play, and parents should receive expert information as to the needs of 
children of various ages as to these questions. 


8. Every child should attend a school which has proper seating, light- 


^5 “19 Point Program of Child Aid Carried," The New York Times, November 23 
1930, p. 20. (© 1930 by The New York Times C 


ompany. Reprinted by permission- 
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ning, ventilation, and sanitation. For younger children, kindergartens and 
nursery schools should be provided to supplement home care. 

9. The school should be so organized as to discover and develop the 
special abilities of each child, and should assist in vocational guidance, for 
children, like men, succeed by the use of their strongest qualities and 
special interests. 

10. Every child should have some form of religious, moral, and charac- 
ter training. 

11. Every child has a right to play with adequate facilities therefor. 

12. With the expanding domain of the community's responsibilities for 
children, there should be proper provision for and supervision of recrea- 
tion and entertainment. 


PROVISION FOR THE HANDICAPPED 


13. Every child should be protected against labor that stunts growth, 
either physical or mental, that limits education, that deprives children of 
the rights of comradeship, of joy and play. 

14. Every child who is blind, deaf, crippled or otherwise physically 
handicapped should be given expert study and corrective treatment where 
there is the possibility of relief, and appropriate development or training. 
Children with subnormal or abnormal mental conditions should receive 
adequate study, protection, training and care. Where the child does not 
have these services, due to inadequate income of the family, then such ser- 
vices must be provided to him by the community. Obviously, the primary 
necessity in protection and development of children where poverty is an 
element in the problem is an adequate standard of living and security for 
the family within such groups. à 

15. Every waif and orphan in need must be supported. 

16. Every child is entitled to the feeling that he has a home. The exten- 
sion of services in the community should supplement and not supplant 
parents. 

17. Children who habitually fail to meet normal standards of human 
behavior should be provided special care under the guidance ‘of the 
school, the community health, or welfare centre or other agency for con- 


tinued supervision, OF, if necessary, control. 
18. The rural child should have satisfactory schooling, health, protec- 


tion and welfare facilities. 
COORDINATED ORGANIZATION 


19. In order that these minimum protections of the health and welfare 
of children may be everywhere. available, there should be a district, 
organization for health education and welfare, with 


county or community 1 ; 
dinating with a Statewide program which will be 


full-time officials, coor 
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responsible to a nation-wide service of general information, statistics and 
scientific research. This should include: 

a. Trained full-time public health officials with public health 
nurses, sanitary inspection and laboratory workers. 

b. Available hospital beds. 

c. Full-time public welfare services for the relief and aid of chil- 
dren in special need from poverty or misfortune, for the protec- 
tion of children from abuse, neglect, exploitation or moral haz- 
ard. 

d. The development of voluntary organization of children for pur- 
poses of instruction, health, and recreation through private ef- 


fort and benefaction. When possible, existing agencies should 
be coordinated. 


The Great Depression Era 


The Great Depression of the 1930s 
teachers. The federal Emergency 


» " i jon (46th 
Yearbook), Part II, National Sce pung Children, Early Childhood Education (4 
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Bureau were designated to assume responsibility for the program. Chil- 
dren were the secondary concern of the planners of Lanham Act nursery 
schools—the war effort’s need for women workers being their first con- 


cern. 
In 1945, at the close of the era, there were over 50,000 children 


enrolled in almost 1,500 child care centers, and there were 18,000 re- 
ceiving extended day care. Kindergartens enrolled 700,877 in 1944.18 
Sigmund Freud's (1856—1939) theory of human motivation!’ began 
having an impact on early childhood education. For example, play ther- 
apy and dramatic play in the nursery school and kindergarten contrib- 
uted to the understanding of a child’s inner feelings. The importance of 
the parent-child relationship and the significance of the early years, 
much emphasized by Freud and others, began to guide the early child- 


hood programs. 


The Early Post- World War II Era 


The post-World War II era witnessed a return to normality as far as 
the nation’s young children were concerned; that is, federal funds for 
operating child-care centers were no longer available. States were al- 
lowed to continue operation of their Lanham Act child care centers, but 
most permitted them to close. However, women did not all go back to 
the cookstove after World War II. They either needed or wanted to 
remain in the labor force. The need for child care facilities continued and 


continues today. . 
It is of interest to note that the 1950 White House Conference dealt 


with the components of a healthy personality for children and youth. 
Mental health was finally receiving attention after being neglected so 
long. In the 1960 Conference there was a recommendation for public 
kindergartens and day-care facilities.?? 

In 1959 the Office of Education reported that 70 per cent of the 


public elementary schools maintained kindergartens and 5 per cent 
schools.?! Private and cooperative schools increased 


e shift to the suburbs, improved standards of living, 
aller housing, increased mobility, and the increased 


maintained nursery 
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level of parental education are frequently cited sociological factors con- 
tributing to the interest of parents in early education for their children. 

Research at Yale by Dr. Arnold Gesell provided normative data to 
which parents and teachers could compare a child's growth.?? 

During the postwar decades Dr. Benjamin Spock's book Baby and 
Child Care sold millions of copies in a pocket edition.?? Parents of 
young children needed the reassurance of a more experienced hand, and 
Spock substituted for the older generation's Grandma next door. 

The United Nations, which was organized in 1945, contributed to 
better communication between the peoples of the world. Several special- 
ized agencies dealt with the health and well-being of childreen and fami- 
lies. These were the World Health Organization (WHO), the Food and 
Agriculture Organization (FAO), the United Nations Educational Scien- 


tific and Cultural Organization (UNESCO), and the United Children's 
Emergency Fund (UNICEF).?* 


The War on Poverty Era: 1960’s 


The “War on Poverty" was begun in the 1960s. The accelerated 
migration of rural America to the cities to work, the need for more 
technically trained workers, the rising school dropout rate, and the 
growing unrest among minorities woke the nation to some festering ills 
in its midst. The war in Vietnam contributed to inflation and required 
resources that might have been used domestically. 

The Economic Opportunity Act was passed in March 1964 and, on 
April 11, 1965, the Elementary and Secondary School Act became 
law.?5 Finally, after long years of debate, federal aid to education Was 
granted. Federal aid was expected to equalize the educational opport"" 
nities between the country’s rich and poor states, just as state aid helped 
is cie opportunities within a state. For decades district financing 
e to equalize educational opportunities among families O a 

Head Start programs for disadvantaged children under six became 
one of the more popular programs in President Lyndon Johnson's War 
on Poverty. The program was heralded with great expectation in many 
quarters. Education for young children was given professional leader- 
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ship and funds. Leaders were saying that Head Start is a program for 
educating children, not an employment program for the poor. If this at- 
titude did, in fact, guide the leadership, it represents the first time that 
the needs of children were given top priority in an emergency program. 
However, the Head Start program maintains a strong commitment to 
involve local parents and school dropouts. 

Margaret Rasmussen, editor of Childhood Education, reported in 
September 1965 that the first summer of Head Start had involved 
536,108 children, 39,463 professionals, 44,589 paid neighborhood resi- 
dents, 54,996 neighborhood volunteers, and 40,187 other volunteers 
throughout the nation. By the end of 1979 over 6 million children had 
been enrolled in the Head Start program since its beginning.?" 

Early Head Start planners held out for a trained, qualified teacher 
and a low pupil-teacher ratio—two paid teachers for fifteen disadvan- 
taged children, plus volunteer helpers. Short courses were esstablished 
by universities across the country to train teachers, assistant teachers, 
and aides for the programs. In 1969, 3,600 paraprofessionals, as such 


assistants were called, were trained in 150 colleges.?* 
Iso includes the Parent and Child Center, 


The Head Start program 2 
which "represents the drawing together of all those resources—family, 
community, and professional—which can contribute to the child’s total 
development. It draws heavily on the professional skills of persons in 
nutrition, health, education, psychology, social work, and recreation. It 
recognizes that both paid and volunteer nonprofessionals can make im- 
portant contributions. Finally the concept emphasizes that the family is 
fundamental to the child’s development. Parents should play an impor- 
tant role in developing policies; they should work in the Centers and 
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Education, and Welfare, 1979. he P. sd 
2 ined t “Highligh the National Conference on the l'arapro essional, 
cr Harriett: Meril a Gupi amag" Childhood Education, 45:7 (March 1969), 
p. 369k. . 
29 Project Head Start Points for 
nomic Opportunity, 1967), p. l- 


Families. Washington, D.C.: Department of Health, 


Parents, Booklet 10 (Washington, D.C.: Office of Eco- 
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rograms increased in number while the number of part-day ago 
Eells appeared to decline. This decline reflected several factors. ded 
the number of families in which both parents work, or that -— 
by one parent, increased, and the parents tended to choose deci 
child care centers or family day care over two or three hour prop eo 
Second, in some states the designation “nursery school required a sn 
tified teacher while the child care designation did not; i »- 
effort to economize, some centers hired less qualified persons and re o 
beled and relicensed their center as a child care center. Third, € ‘ 
1970's a number of states increased their commitment to support = 
dergartens in the public schools, thereby increasing the total number E 
five-year-olds enrolled. Some states instituted prekindergarten program 
within the public schools. In addition, though the numbers of children 
are relatively small, the provision of programs for handicapped young 
children added to the increase in total numbers. The number of fran- 
chise or private child-care-for-profit schools increased in the 1970's. . 
Teacher Preparation programs increased rapidly in the late 1960's 
and early 1970's. Head Start and increased numbers of child care 


Figure 19-2. Arran 


ging exhibits at conferences is a professional activity. This 
booth promoted an 


organization of community college child development edu- 
cators at the Southern Association for Children Under Six. 


PN" 
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centers required more personnel. Four-year colleges, community col- 
leges and vocational technical schools all experienced an increase in en- 
rollment in child-care-early childhood education curricula. The Child 
Development Associate program (CDA) was proposed by Dr. Edward 
Zigler in the 1970's when he was head of the Office of Child Develop- 
ment in the Department of Health Education and Welfare. The CDA 
was designed to enhance the skills of child-care workers outside the for- 
mal education system and provide a career ladder for them. The pro- 
gram met with numerous setbacks but finally published the list of com- 
petencies candidates were to achieve and by the end of 1979 some 
candidates had been certified. The program faced uncertainties in fund- 
ing. Unfortunately, the salary for trained child care workers was not 
significantly higher than for untrained workers. This fact keeps staff 
turnover high in many centers. 

Governmental Responsibility increased in the 1970's. Hopes were 
high in the early 1970's for passage at the federal level of a comprehen- 
sive child development program—including funding for child care and 
work with parents. The White House Conference on Children and 
Youth had endorsed the measure in 1970. These hopes were doused by 
President Richard Nixon’s veto of the bill in 1971. Each time the bill 
was introduced opposition surfaced until it was finally decided to set it 
aside. Some federal funding for child care came about through the So- 
cial Security Act as amended in 1975 which, through Title XX funds, 
gave three federal dollars for each state dollar raised. The use of these 


dollars for child care varied among states. 


Standards for Child Care 


Custodial care for children is thought by some to be a relic of the 
past. However, at nearly every meeting of social service personnel and 
others who are in daily contact with child care services, horror stories 
are heard concerning children who are being poorly and unsafely 
housed in centers, poorly fed, inadequately educated, and even mis- 
treated. The minimal standards imposed by most states do not protect 
all children. In fact, the licensing regulations that control child care 
| that children sometimes suffer. 

Recognizing the need for improved standards for child care licensing, 
the U.S. Office of Child Development held forums on licensing. With 
the help of representatives from licensing agencies of the fifty states and 
some cities, and from national and state organizations with interest in 
child care, a model for state licensing was prepared. The outcome was 


an excellent publication, Guides for Day Care Licensing,?9 which was 


centers are so minima 


30 Guides for Day Care Licensing (Washington, D.C.: Department of Health, Educa- 


tion, and Welfare, 1973). 
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designed for use by states and cities to improve their regulatory func- 
tn 1974 when it was proposed that the Federal Interagency Day es 
Requirements be attached to some federal child care legislation, a stor : 
of controversy arose—particularly over the staff/child ratio. Congress 
suspended implementation of the ratio requirements because the n 
dated ratios exceeded the ratio requirements in most states and c 
believed to be too costly. The recommended ratio was one adult to 1 
children of nursery school age. 

In 1974 a large-scale research project was launched under the "d 
pices of the Department of Health, Education and Welfare to stu y 
child care. Recommendations for government policies were to come 
from the study. An important finding showed that “Across all study 
sites, smaller groups are consistently associated with better man ird 
socially active children, and higher gains on developmental tests. T i 
study concluded that a group enrolling a maximum of 16 children wit 
two caregivers was the most desirable size and ratio. Asa result. of the 
study it was also recommended that caregivers should be required to 
have child-related education/training and that states should make such 
training available?! When the Department of Health, Education and 
Welfare published the final rules, 18 three- to six-year-olds were al- 
lowed to be enrolled in each group, or 16 average daily attendance, 
with two caregivers. Training requirements for caregivers were also set. 
The rules took effect September 19, 1980.32 

Monitoring child care is considered by many to be as important as 
monitoring restaurants—a practice that has been accepted for years. As 
services previously carried on in the home are moved out of the home 
into the commercial arena, governments must move to protect con- 


sumers. Child care services are consumer services as surely as food, 
health, or dry cleaning services. 


o 


The Women's Movement 


The women's movement increased i 


country during these years, and women pressed for increased and im- 
proved child care services, No women’ 


à ; t 
s meeting was complete withou 
at least one workshop on the need f 


Or child care, and the need was 
usually dramatized by provision of child care for the children of the 


ts momentum throughout the 


`! Richard Ruopp et al., Children At tbe Center: Final Report of tbe National Day 
Care Study, Vol. I. (Washington, D.C.: Department of Health, Education, and Welfare, 
1979), pp. XXXVI-XXXIX. 55 

?? “HEW Day Care Regulations,” Federal Register, March 19, 1980, Vol. 45, Quer d 
pp. 17870-17885. (Washington, D.C.: US. Department of Health, Education, and We 
fare). 
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women in attendance. Through such organizations as the National Or- 
ganization for Women (NOW), the National Women’s Political Caucus, 
and the Women’s Equity Action League (WEAL), women were raising 
their voices for equal access to education, jobs, and the political arena. 
Child care would enable many women to pursue their goals and to pro- 
vide their children more than custodial care. 


Figure 19-3. Montessori materials arranged for children to use. (Montessori 


= | | 


School of East Lansing) 
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During the 1970’s society became aware of many fathers beet 
ious reasons, were rearing children alone. They too needed chil 
Mi Therefore, child care is a family issue rather than just a women's 
Aude Many persons who care about children continue to hope fee 
someday high-quality child care and early eduation will be provided by 


communities because children need it, rather than simply because adults 
need their children cared for. 


Research Findings 


Research findings focused on children’s learning, on the outcome of 
early childhood educational experiences, and on parent involvement. 
Some research was initiated in the 1960’s during the early days of Head 
Start. The Office of Child Development and the Office of Education 
continued funding various projects. An example of long term outcomes 
is given in Summary Report: Lasting Effects After Preschool.33 The 
report indicates that early intervention programs for low-income chil- 


dren apparently had lasting effects in the following areas. The programs 
have 


1. Significantly reduced the number of children assigned to special edu- 
cation classes. 

2. Significantly reduced the number of children retained in grade (grade 
failure). 

3. Significantly increased children’s scores on fourth grade mathematics 
achievement tests and demonstrate a suggestive trend toward in- 
creased scores on fourth grade reading tests. 

4. Maintained higher IQ scores than those of control children when 
subjects were aged 13 or older. 

5. 


Demonstrated that children were more likely than control children 
to give achievement reasons for being proud of themselves. 


6. Demonstrated that no one type of early childhood program was 
more effective than any other. 


Handicapped Young Children 


The Education for the Handicapped Act (Public Law 94— 
passed in 1975. This act facilitated the 


children into appropriate services and 


142) was 
placement of young handicapped 
Programs, and provides for free 


33 Consortium for Longitudinal Studies. Summary Report: Lasting Effects After Pre- 
school. Washington, D.C.: U.S. Department of Health, Education, and Welfare, 1979. 
Also, for more reports of research of the 1970's see Additional Readings at the close of 
this chapter.) 


Figure 19-4. Conferring with groups of students is a common practice of 
teachers when students are working with young children. (Edna, Texas High 
School) 


public education for all handicapped children from age three. In some 
states programs for the handicapped started at birth while others 
started at age three. Teachers with knowledge and skills in child devel- 
opment and early childhood education are in demand and are especially 
helpful in mainstreaming children into the regular classroom, as they 
gain understanding of particular handicaps. 


Public Concern 


The White House Conference on Families was held in July 1980 and 
extended the concept of the White House Conference on Children and 
Youth to include families. There was an emphasis on the place of the 
family in the life of the child and of the child in the life of the family. 
Besides concern for child care and early education the subjects of child 
abuse and children of teenaged parents were of major concern. A coali- 
tion of several organizations concerned with children and families 
spearheaded the planning of the White House Conference on Families. 

The National Association for the Education of Young Children is the 
early childhood field's most inclusive organization inviting all teachers, 
researchers, parents, and paraprofessionals interested in children to 
join. During the 1970's the organization had a meteoric rise in mem- 
berships. Its annual conference attracts 10—15,000 participants with 
workshops for every member. Other organizations of interest to profes- 
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sionals may be found at the close of Chapter 1 in connection with the 
list of professional journals. 


The Future for Early Childhood 
Education 


With a general agreement that children learn much of significance 
during the early years the term preschool is expected to become out- 
moded. Prekindergarten may be the new descriptive term to d 
the schooling for children under five. Or the term preprimary may al 
used to designate all children under the first grade in elementary schoo A 

A trend of increased numbers of three- and four-year-olds in the 
public schools can be expected to continue—probably on a full-day 
child care basis. Most of the teachers will come under the contract 
provisions of the schools and thus receive better pay than is typical in 
child care centers. Classrooms are increasingly available as birthrates 
decrease making inclusion of younger children easier. Teachers released 
from teaching older children may be required to take inservice training 
in order to retool for working with younger children since they are 
unprepared for the type of teaching appropriate for younger children. 

The “full day” kindergarten may be on the horizon. Instead of two 
groups of children, each sharing teacher and classroom for a half day, 
each group will have its own teacher and classroom. The number of 
hours children spend at school would be increased somewhat, though 
still leaving more time for teachers to do more planning, more individ- 
ual pupil assessment, and more conferring with parents than the present 
double load permits. Twenty children per kindergarten w 


ill become the 
accepted standard, and teachers will expect to have one or two paid as- 
sistants. 


High quality child care services will continue to be in high demand 
during the 1980's. Infant and toddler care will have the largest in- 
creases. Mothers who wish to work and those who must work, plus fa- 
thers who have full responsibility for children will contribute to the 
demand for child care. Social and economic pressures on families with 
young children will continue and early childhood teachers will be in 


strategic positions to serve families or to make referrals to appropriate 
services. 


Finally, the future will depend to a great extent upon the activity of 
early childhood education associations at the local, state, national, and 
international levels. At the variou 


can be active not only in develo 
munity and political support for 
all young children. In many case 


s levels these associations generally 
ping programs but in generating com- 
the high-quality education needed for 
S, an effective action is the passage of 
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Figure 19-5. Attending research presentations at professional conferences helps 
up-date teachers. These teacher researchers were presenting at the Southern As- 
sociation for Children Under Six. 


resolutions by associations and the transmittal of these resolutions to 
the communications media and to the appropriate political bodies or 
making visits to appropriate decisionmakers. 

Actions by organizations are often the most effective way to bring 
matters to the attention of elected officials and political bodies. Political 
bodies generally welcome and respect the views of organized constitu- 
ents. The future quality and availability of early childhood education 
depends upon the maintenance of a continual community dialogue in 
which significant issues are presented, discussed, and evaluated. Don’t 
hesitate to fulfill your responsibility to your profession and to children 
by making your thoughtful contributions to the dialogue concerning the 
future course of early childhood education. As many will testify, you 
and your organization can make a difference! 


Conclusion 


Between Socrates and Head Start are over two thousand years of 
ideas and experience contributing to the education of young obe 
today. Yet, in a sense, early childhood education is still a young profes- 
sion, with many ideas to be tested and evaluated. 

Growth in early childhood education has resulted from recognized 
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crises. The plight of women workers who needed a safe piace pea 
their children stimulated initial programs as the Industria : E E 
proceeded to gain momentum. The economic depression o € cb 
and World War II led to a major expansion of early childhoo Shri 
tion in the United States. In the first instance, the need was for jo den 
numerous unemployed people, in the second, the need was for c il 
care for the children of women working in war industries. However, s 
the United States no period equals the 1960s for interest in the eye 
tion of young children. Since 1965 large numbers of children have been 
enrolled in Head Start and many professionals, volunteers, and parents 
have become involved. ar 

Head Start programs were initiated to help overcome our ipt ase 
national failure to support in word and action the American ideal o 
equality of opportunity for numerous disadvantaged children. The 
growth of the 1960’s continued into the 1970's as programs and ser- 
vices were extended to more young children, including the handicapped. 

In a real sense, whether people will survive and thrive on this planet 
depends upon the development of the full constructive potential of all 
children—children who will be capable of building a harmonious world 
community. Thus early childhood education becomes a relevant and 
vital movement with which to be associated if one wishes to help solve 
significant interrelated local, national, and global problems. 
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field trips, 367-77 in food experiences, 374—402 
food experiences, 374—403 outdoors, 112 
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Snacktime, 24, 407—408 
Sound, 208 
Special visitors 357, 377-81 
Staff assignments, 418-19, 431-32 
Stages, motor development, 101-12 
art, 139-40 
Standards for child care, 53, 597-98 
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Stories 
homemade storybooks, 55, 292-94 
selecting, 265-75 
time, 280-82 
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Teacher-parent relations, 442-63 
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Three-year-olds, 42-48 


zT AND p 
PP eus tena, ® 
jg > GOVT. OF W. BENGAL Ss A 
diam era 
iwi L'USPARY = 
er uum 


i % CALCIT -19 è 
w^ MOS e 
R, 


5 
sans "TO 
eld ms ~ 


Throwing, 108 

Time block plan, 72-74, 424 
Title XX, 497 . 
Transition time, 25, 288-89 

Trips, 367-77 

Types of schools, 6-16 


U 


Ukulele, 341 
Unit plan, 426—727 
United Nations, 464 


* 


Values, 413-16 


Visitors' contributions, 358, 377-81 
Voice for Children (journal), 25 


Ww 
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